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Problem
In 2000, NCATE included dispositions in its professional standards as a
requirement for teacher education units seeking (re)accreditation with its
organization. The problem of this investigation was to examine how program
directors, faculty, and preservice teacher candidates in three selected preservice
teacher education programs in Indiana and Michigan were responding to this NCATE
mandate.
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Purpose
The purpose was to explore the ways in which and to what extent dispositions
were included in the curriculum, taught, and assessed in programs, both religiously
affiliated and public.

Methodology
A mixed-methods approach was used to collect and analyze data. Three levels
of participants were selected: (a) program directors, (b) faculty members, and (c)
preservice teacher candidates. The total number o f participants was 458, that is, three
program directors/department head, 24 faculty, and 431 preservice teacher candidates.
Data were collected by interviews, questionnaires, and documents. Descriptive and
inferential statistics were used for data analyses.

Results
Dispositions were included in one or two specialized courses at two
institutions and infused into all courses at the other. Ninety-two percent (92%) of
professors agreed that dispositions were taught by infusion in courses compared to
72% among preservice teacher candidates. Seventy-five percent (75%) agreed
dispositions were taught in at least one course compared to 72% among preservice
teacher candidates. Over 80% of professors agreed they assessed 12 of 16
dispositions. Likewise 80% of preservice teacher candidates agreed that 15 of 16
dispositions were assessed. There was no formal training for faculty to teach
dispositions. Program directors, faculty, and preservice teacher candidates made
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suggestions for revision, research, and training to encourage the practice of
dispositions.

Conclusions
Dispositions were included, taught, and assessed through specialized courses
and infusion. Dispositions inclusion in religiously affiliated institutions was
accomplished in more ways than in the public institution. Although not formally
trained, most professors agreed they taught and assessed dispositions in existing
courses.
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CHAPTER 1

INTRODUCTION

Preservice teacher education in the United States started in the early 1800s as
training for elementary school teachers by the normal schools. Since then, it has
undergone numerous changes with a dual purpose of establishing professionalism and
research scholarship. The dual purpose of professional preparation and research
continues today (Bezuk, Chiero, & Morey, 1997). One of the foci for teacher education
in general and preservice teacher education in particular since the early 1990s has been
in the area o f teacher dispositions.
Dispositions in teacher education are being presented as a third dimension to the
established areas o f content and pedagogy for achieving teacher effectiveness (National
Council for Accreditation of Teacher Education [NCATE], 2000; Taylor & Wasicsko,
2000). The emphasis on dispositions in preservice teacher education is being promoted
formally by NCATE in partnership with the Interstate New Teacher Assessment and
Support Consortium (INTASC) and the National Board of Professional Teachers
Standards (NBPTS). As of 2000, NCATE included the concept of dispositions in its
professional standards as a requirement for teacher education programs/units seeking
accreditation or re-accreditation. As a consequence, it appears this impetus for inclusion
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of dispositions in preservice teacher education will be required and ongoing. NCATE
(2004) in its glossary defined dispositions as:
the values, commitments, and professional ethics that influence behaviors
toward students, families, colleagues and communities and affect student
learning, motivation, and development as well as the educator’s own
professional growth. Dispositions are guided by beliefs and attitudes related to
values such as caring, fairness, honesty, responsibility, and social justice. For
example, they might include a belief that all students can learn, a vision of high
and challenging standards, or a commitment to a safe and supportive learning
environment, (p. 53)
NCATE is a nationally recognized teacher education accreditation council in the
United States of America. It was founded in 1954 and is one of two teacher education
accreditation councils recognized by the U.S. Department of Education (NCATE, 2004;
U.S. Department of Education, 2006). NCATE evaluates and accredits
institutions/programs/units for the preparation of elementary and secondary school
teachers, school service personnel, and administrators. It has developed standards that
focus on the overall quality of the professional education unit.
A review of the accreditation status of colleges and universities in the United
States of America with teacher education units shows that there are over 580 of 1,200
such units that have been accredited with NCATE (NCATE, 2004). There are other
institutions that will be seeking (re)accreditation within the next 10 years, either at the
initial level or advanced level (NCATE, 2004). Teacher training units are expected by
NCATE to show dispositions as part of their unit’s conceptual framework. From the
NCATE Handbook (2002), Standard I of NCATE’s guidelines reads, “Candidates
preparing to work in schools as teachers or other professional school personnel know
and demonstrate the content, pedagogical, and professional knowledge, skills, and
dispositions necessary to help all students learn” (p. 10). This focus is also reflected in
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INTASC’s three dimensional approach to the teacher’s development of knowledge,
skills, and dispositions.
INTASC’s interest in dispositions has been evident since 1992 when it
developed a consensus-building model of standards for new teacher licensing based on
a common core of 10 principles that delineated the knowledge, skills, and dispositions
expected of new teachers in the 21®* century. Miller and Darling-Hammond (1992)
stated that this document was developed by representatives of the teaching profession
along with personnel from 17 state education agencies with the intent of stimulating
dialogue about the best thinking regarding what constitutes competent beginning
teaching. These standards. Miller and Darling-Hammond (1992) stated, were also
drafted to be compatible with the advanced certification standards of the new National
Board for Professional Teaching Standards (NBPTS).
NBPTS was formed in 1987 as an independent, nonprofit, nonpartisan
organization comprised of teachers, school leaders, state representatives, business
leaders, and community members dedicated to maintaining high standards in teaching.
Through NBPTS, teachers with a bachelor’s degree and 3 or more years of experience
can apply for professional certification. The certification process represents a
continuation of professional development for the beginning teacher previously licensed
by INTASC. Certification with the NBPTS attests to the advancement of teachers in the
development of knowledge, skills, dispositions, ethics, and understanding of the
teaching profession and the clients (students) served based on five core principles of
what teachers should know and be able to do. NBPTS started certifying teachers in
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1993 and, to date, over 32,000 teachers in all 50 states, the District o f Columbia, and
overseas have become certified (NBPTS, n.d.).

Statement of Problem
The problem of this investigation was to examine how program directors,
faculty, and preservice teacher candidates were responding to the mandate by NCATE
for the inclusion of dispositions, its instruction, and assessment in selected preservice
teacher education programs. This problem is significant for investigation in light of the
following background information.
The United States Department o f Education has recognized NCATE’s
requirements for the inclusion of dispositions in teacher education; therefore, all teacher
training units registered with NCATE will have to include dispositions into their
conceptual framework and unit candidate performance assessments to achieve future
(re)accreditation (NCATE, 2004; U.S. Department o f Education, 2006).
Recent legislation (No Child Left Behind Act, 2001), business and public
interest in the quality o f P-12 schools (Bracey, 2003), educational research (Freeman,
2003; Maylone, 2002; Ritchhart, 2001; Wasicsko et al., 2004; Wenzlaff, 1998), and
professional commitment in education (NCATE, INTASC, NBPTS) agree on the need
to have high-quality teachers in the 21®* century. As stated by Morgan (1999), “A strong
teaching profession requires highly qualified teachers who are prepared for the rigors of
the classroom” (p. 1). Part of that rigor relates to teacher dispositions (Taylor &
Wasicsko, 2000).
A review of the literature in the area o f teacher education shows research on
teacher dispositions as relatively new, that is, primarily since 2000. As with any new
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concept or ideology, there are variations in the definition of the concept, and how it is
understood, operationalized, and assessed. In addition, there is a paucity of information
regarding how dispositions are being incorporated into the curriculum and how they are
being taught and assessed.
A survey of research on dispositions in teacher education revealed a small,
emerging literature base on dispositions as a major ‘stand-alone’ discipline. Various
elements o f disposition are included as part of the corpus of other disciplines and
otherwise studied as individual elements rather than incorporated into a specialized field
of study known as ‘Dispositions in Teacher Education.’ Gleanings on teacher
dispositions have been derived from works on teacher efficacy, the concept of the mind,
perceptions, beliefs, values, attitudes, and current research of practitioners coming out
of universities around the United States of America.
A review of all online dissertation abstracts using search words “dispositions”
and “NCATE” since 1960 revealed that only three investigations have been completed
so far (Brown, 1997; Cummings, 1989; O’Cormor, 2003). In another search, the words
“dispositions” and “education” (without the word “NCATE”) revealed 41 dissertations
have been completed on dispositions as related to education between the years 19502004. A review of these abstracts revealed about 18 related to individual elements of
teacher dispositions.
No one dissertation has so far been found that comprehensively examines
dispositions as a wholesale concept to encompass a large number of elements in one
study. Likewise, of the journal articles reviewed, individual elements of dispositions for
teacher educators were discussed (Dermer, Salzman, & Newsom, 2001; Emerson, 1997;
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Ennis, 1996; Valli, 1997; Wenzlaff, 1998; Yost, 1997) but none dealt with a
comprehensive examination of the concept or with its inclusion, instruction, and
assessment within teacher education programs.

Purpose of Investigation
The purpose of this investigation was to explore the ways in which and to what
extent dispositions were included in the curriculum, taught, and assessed in two
institutional types (religiously affiliated and public) of preservice teacher preparation
programs. In addition, it investigated whether faculty were trained to teach dispositions
and to invite suggestions from program directors, faculty, and preservice teacher
candidates regarding improvements for dispositions inclusion in the curriculum. This
investigation occurred in three selected institutions in Indiana and Michigan.

Research Questions
Four main research questions guided this investigation. Research Question 1 had
subsequent questions. These research questions were as follows:
1.

In what ways and to what extent were dispositions included, taught, and

assessed in preservice teacher education programs? This was answered by questions la
to le as shown.
la. In what ways are dispositions included in the formal curriculum of
the selected institutions?
lb. To what extent are selected dispositions taught?
Ic. In what ways are dispositions taught?
Id. To what extent are dispositions assessed?
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le. In what ways are dispositions assessed?
2. In what ways are teachers formally or informally trained to teach
dispositions?
3. What suggestions do program directors, preservice teachers, and faculty have
for improving the inclusion, teaching, and assessment of dispositions in their teacher
education programs?
4. Are there differences between religiously affiliated and public institutional
types in the curriculum, instruction, and assessment of dispositions in preservice teacher
education programs?
These questions were answered by using three methods of data collection
namely questionnaires, interviews, and documentary evidence. Such data triangulation
increased the corroboration of data.

Conceptual Framework
Beane (1995) stated that whatever can be taught in any classroom in America
falls within the conceptual framework of reality, and all reality is encompassed in the
concepts o f an environment, actors, action, thought, and time. This concept of reality
seemed quite applicable to the construct of dispositions within the environment of
preservice teacher education programs, with administrators and faculty attempting to
pool ideas together to meet NCATE standards for graduating dispositionally competent
teacher candidates.
It was challenging to embark on a comprehensive exploration of the meaning
and inclusion o f dispositions in the curriculum, its instruction, and assessment by
selecting one particular conceptual or theoretical framework given that each one was
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focused on a particular dimension o f dispositions rather than encompassing all the areas
of this investigation. Several theoretical frameworks were examined including:
Perceptual Psychology (Coombs, Richards, & Richards, 1976; Wasicsko, 2002),
Bandura’s Cognitive Social Theory (1997), Boyatzis’s Theory on Self-Analysis (1982),
Comer’s Developmental Pathways Model (Comer, Ben-Avie, Haynes, & Joyner, 1999),
Krathwohl’s Taxonomy for Affective Processes (Krathwohl, Bloom, & Masia, 1964)
and Emotional Intelligence (Goleman, 1995). The focus of each of these frameworks
can be inferred as referring to the affective and developmental dimensions of the person
and could likely be used for this investigation; however, I was seeking for a framework
that would both cover the internal dimension o f dispositions and the areas o f inclusion
in the curriculum, instruction, and assessment. None was found that approximated that
ideal.
Therefore, the conceptual framework for studying teacher dispositions in this
investigation was developed from an eclectic perspective where I examined four
viewpoints on dispositions. From these perspectives were selected those dispositions
considered worthy o f emulation by teacher candidates in general and preservice teacher
candidates in particular. This framework, presented in Figure 1, incorporated several
ideas as will be developed from the viewpoints listed as follows:
1. The INTASC model o f 1992
2. Standard 1 o f the guidelines provided by NCATE 2001-2002
3. A perceptual psychology approach as developed by Coombs et al. (1976) and
utilized by Wasicsko (2002) and Usher, Usher, and Usher (2003)
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SPIRITUAL
APPROACH

INTASC
STANDARD

TEACHER
DISPOSITIONS

NCATE
STANDARD

PERCEPTUAL
PSYCHOLOGY
APPROACH

Figure 1. A conceptual model of dispositions in teacher education.
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10
4.

A spiritual approach modeled by Jesus Christ (as presented in the Synoptic

Gospels) and by Palmer (1998) and Yero (2002).
The perspectives of NCATE and INTASC were selected for inclusion because
they are representative of the national and state standards that are being promoted for
dispositions in teacher education. In particular, NCATE is the body mandating the
introduction of dispositions into teacher education programs as an accreditation
requirement and provides a recognized definition o f the concept. The INTASC model
has been the most extensive list of dispositions identified so far, and it is one which
includes the dimensions of instruction and assessment o f dispositions pertinent to this
investigation.
The perceptual psychology approach as developed by Coombs et al. (1976) and
utilized by Wasicsko (2002) and Usher et al. (2003) was included because its focus on
the internal dynamic states of the individual, especially the teacher, as a basis for
consequent behaviors provides a worthwhile guide for understanding dispositions in a
manner not evident in other psychological theories. The perceptual psychology
approach provides a meaningfiil presentation of major elements o f dispositions starting
with perceptions as the root cause of the development o f characteristics which become
consequently expressed as behaviors.
A spiritual approach to the study of dispositions was included due to its impact
on the internal world of the individual, the person’s concept o f self, the reason for
being, and consequent impact on others. Sire (1997) stated that all our actions and
presuppositions about life are guided by some ontological and epistemological bases. If
this is true then it would be worthwhile to examine and understand the teachings on
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dispositions presented by Jesus Christ in the Synoptic Gospels of the New Testament
since the Western world has been heavily influenced by the Judeo-Christian worldview
and Jesus, as the premier reference for spirituality not only stated what good
dispositions were but demonstrated them. Could such manifestations in the life of the
teacher work for the good of the teacher, students, and other publics?
Two additional authors. Palmer (1998) and Yero (2002), have been included as
spiritual references based on their work on the internal state of mind of the teacher and
his/her impact on the perceptions of students. The spiritual perspective of these resource
persons contributes to an understanding of the integration of faith, learning, and
dispositions. Based on this conceptual framework, the dispositions and sources shown
in Table 1 have been carefully selected as a summary of the four perspectives presented.

Significance of Investigation
The results of this investigation are intended to expand on the growing body of
research on dispositions in teacher education and to inform on the status of dispositions
as a third dimension to teacher education in three selected preservice teacher education
programs. Given NCATE’s mandate, the inclusion of disposition in the curriculum is
envisioned as one which will increasingly have import to program directors, faculty,
and teacher candidates due to the mutual acknowledgment of the need to produce well
rounded high-quality teachers. According to Weiner and Cohen (2003),
We may never solve the enormous problems of poor quality teaching and
teacher turnover unless more attention is paid to the dispositions that impact on
classroom practice. Examining dispositions about teaching, students and
learning allows teachers to understand their thoughts and feelings about their
work. (p. 2)
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Table 1
Dispositions fo r Teacher Education
Dispositions

References

1. Commitment to a conducive
classroom environment

Principle & Disposition 5—
INTASC Standards; Yero (2002)

2. Respect for human diversity

Principle & Disposition 2—
INTASC Stand^ds;
NCATE (2000)
Palmer (1998)

3. The belief that all children can
leam at high levels

4. Positive perception of self and
personal meanings

Principle & Disposition 2 & 8INTASC Standards

Jesus’s teachings o f the Sermon on
the Mount (Matt 5-7); healing the
man bom blind (John 9: 41)
Coombs et al. (1976); Usher et al.
(2003); Wasicsko (2000)
Palmer (1998); Yero (2002)

5. Reflective thinking and practice
of teaching

Principle & Dispositions 7—
INTASC Standards
Jesus’s teachings on the need for
reflective thinking and spiritual
illumination. In Matt 5:8, Jesus
stated, “You’re blessed when you
get your inside world—your mind
and heart—put right. Then you can
see God in die outside world.”
Palmer (1998); Yero (2002)
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Table 1— Continued.
Dispositions

References

6. Positive perception o f others

Jesus’s teachings as demonstrated
in several positive exchanges—the
call of Levi (Mark 2:14-17); the
woman by the well (Luke 4:7-42).
Wasicsko (2000); Wasicsko et al.
(2004)

7. Discovery o f one’s purpose
for teaching

Wasicsko (2000); Yero (2000)

8. Adjustments for
individual differences

Principle and Dispositions 3—
INTASC Standards
Palmer (1998)

9. Sensitivity to fair
treatment o f all students

Palmer (1998); NCATE (2000)

10. Appreciation for school
and community
involvement

Principle & Disposition 1
INTASC Standards

11. Commitment to ethical
and professional
development

Principle & Disposition 1 & 9
INTASC Standard; NCATE
Standard 1

12. Sensitivity to adapt
teaching approaches to
meet student needs and
responses

Principles & Dispositions 4 & 7—
INTASC Standards
Jesus’s use of demonstrations,
metaphors and parables to illustrate
several lessons—the literacy
challenged (Matt 5:21, 27, 33, 38,
43) & the educated Pharisees
(Mark 2:25; Matt 12:5; 19:4),
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Table 1— Continued.
Dispositions

References

Jesus’ Sabbath miracles (Mark 1
21-31; Luke 4:31-39; John 5:1-18;
9:1-41)

13. Sensitivity to the
appropriate use of a
variety o f classroom
management approaches

Principle & Disposition 5—
INTASC Standards

14. Positive motivation of
learners

Principle & Disposition 5—
INTASC Standards

15. Value for the importance
of effective communication

Principle & Disposition 6—
INTASC Standard

16. Value for people above things

Wasicsko (2000); Wasicsko et al.
(2004).

Program directors should benefit from the findings of this investigation
regarding the actions, challenges, and suggestions for improvement shared by 3
fellow program directors in the “trenches,” for example, findings on how the
issue of infusion is accommodated, or whether or not training opportunities are
provided for professors who teach dispositions. Likewise, program directors and
faculty will gain insights on what dispositions are being taught, how and when
they are assessed, and suggestions for improvements. Preservice teacher
candidates can benefit by becoming aware of the conversation concerning their
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welfare and therefore leam of the responses of other teacher candidates to this
new area.
The information from this investigation could also provide useful ideas as to
changes program directors and professors could make for the inclusion, instruction, and
assessment of dispositions in their program. On another level, it provides findings of the
approach to dispositions in both religiously affiliated and public institutions. This can
be useful for teacher educators in both types of institutions. Arising from this
investigation it is hoped that the questionnaires developed may be found useful by other
researchers given the paucity of such instruments on dispositions. Finally, the findings
of this investigation could contribute to further research investigations on the topic.

Limitations and Delimitations
The limitations of this investigation are (a) its restrictive generalizability given
the unique nature of teacher education programs and their attendant conceptual
frameworks around which dispositions were developed in each institution and (b) a
paucity of scholarly research on the topic in preservice teacher education. Several
delimitations of this investigation should be considered as results are examined. The
investigation was delimited to three selected institutions that were actively seeking
NCATE (re)accreditation and were within 100 miles of home. Initially, four institutions
were requested to participate and three consented.
The nature o f the institutions was considered important in terms of their
religious affiliation and non-affiliation for investigating their approach to the inclusion
of dispositions in their preservice teacher education program. I hypothesized that the
religiously affiliated institutions would show more integration o f dispositions into their
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programs than public institutions. University A and College B were Christian, whereas
University C was a public university. Geographical location of these institutions was
considered for efficiency of reach, economy, and time.
This investigation was also delimited by examining dispositions in the context
o f teacher education programs only, exclusive of their incorporation into other
professional programs such as school administration, school psychology, and
counseling psychology, among others. Consequently, research support for this
dissertation was confined to sources related to dispositions in teacher education
programs.

Defînition of Terms
It is important to distinguish several terms that are used throughout this
investigation. These terms are as follows:
Dispositions: As previously mentioned and as introduced by NCATE (2000),
dispositions refer to the
values, commitments, and professional ethics that influence behaviors toward
students, families, colleagues and communities and affect student learning,
motivation, and development as well as the educator’s own professional growth.
Dispositions are guided by beliefs and attitudes related to values such as caring,
fairness, honesty, responsibility, and social justice. For example, they might
include a belief that all students can leam, a vision of high and challenging
standards, or a commitment to a safe and supportive learning environment, (p.
53)
Indispositions: Those tendencies of the individual which are reflected in several
mental health disorders (Weiner & Smithey, 2004). Such disorders may include
pyschosis (delusions, hallucinations, etc.), depression, anxiety, pedophilia, bipolar and
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borderline personality disorder, among others (American Psychiatric Association,
2000 ).

Preservice Teaeher Candidates; Persons who are in formal training preparing
to teach and who have never formally taught before (NCATE, 2002).
Unit: The teacher training institution, school, college, or department responsible
for the training of teacher candidates (NCATE, 2002).
Unit Accreditation: A professional education unit that has met state,
professional, and institutional standards of education quality through a voluntary peer
review process with NCATE (NCATE, 2002).
Institutional Standards: Used to relate to the unit’s conceptual framework and
will reflect teacher candidate proficiencies (NCATE, 2002).

Organization of Dissertation
This dissertation consists of five chapters. Chapter 1 presents a background to
the introduction of dispositions in teacher education. In addition, it presents the problem
to be investigated, purpose of investigation, research questions, limitations and
delimitations, a conceptual framework, definition of terms, and organization o f the
dissertation. Chapter 2 presents a review of the literature on the curriculum, instruction,
and assessment of dispositions in teacher education programs. Chapter 3 highlights the
methodology of the investigation, which includes research design, sampling technique,
instrumentation, validity and reliability issues, as well as data analysis technique.
Chapter 4 presents an analysis of the data collected, and chapter 5 presents a summary
of the investigation as well as conclusions and recommendations.
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CHAPTER 2

LITERATURE REVIEW

The introduction of dispositions in preservice teacher education has become
mandatory for (re)accreditation by NCATE since 2000 and has therefore become an
important component of the conceptual framework of teacher education programs
accredited by NCATE. This chapter presents a review of the literature on this subject as it
relates to teacher education programs and more so to preservice teacher education.
To present a comprehensive review, literature from several viewpoints has been
summarized. First, a review of the concept of dispositions is presented, followed by a
review from the perspectives of INTASC, NCATE, perceptual psychology, and the
spiritual dimension. These viewpoints comprise the elements of the conceptual
framework of this investigation. In addition to these perspectives, a research-based
review of dispositions inclusion in curricula, instruction, and assessment in current
preservice teacher education programs around the United States of America is included.

Concept and Definitions of Dispositions
The concept o f dispositions appears to be of growing significance for many
educators and seems to be of particular importance in the preservice teacher education
program. There are many nuances in the meaning of dispositions, however, this concept

18
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seems to revolve aroimd the effective personal qualities of the teacher when compared to
the concepts o f content and pedagogy.
Recognizing the place of dispositions in teacher education, Wenzlaff (1998)
asked, “Given the dynamics of today's public school classrooms and the call for
improved teacher preparation, how can teacher educators help preservice teachers realize
their beliefs about teaching and desired dispositions and internalize them as their own?”
(p. 1). Freeman (2003) asked a similar question, “How can we shape individuals'
dispositions so that they function as effective teachers?” (p. 6).
Breese and Nawrocki-Chabin (2003) also raised the question:
As teacher educators can we structure strategies that allow beginning
candidates to examine the dispositions they bring into a teacher education
program and to develop or further cultivate dispositions that secure those
student-teacher relationships and perspectives towards teaching and
learning that result in thriving classroom communities? (p. 2)
Similar questions seem to have prompted current research on teacher dispositions.
A review of journals in teacher education and dissertations on dispositions in teacher
education from 1990 to 2004 revealed investigations in the following areas: critical and
creative thinking skills (Barile, 2003; McBride, Xiang, Wittenburg, & Shen, 2002;
O’Malley, 2003; Ricketts, 2003), collaborative dispositions (McMann, 1996), moral
dimensions o f teaching (Aubrey, 1998; Yost, 1997), mentoring dispositions (O’Connor,
2003), multicultural dispositions (Brown, 1997), dispositions in leadership for
administrators (Grisham, 2003; Ray, 2003; Williams, 2003), intellectual character (Ennis,
1996; Ritchhart, 2001), personality dispositions (Mueller, 2001) and dispositions for
administrators (Lightfoot, 2003; Williams, 2003).
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These research topics on dispositions in teacher education seem to intersect with
three major interrelated dimensions of the human personality: mind (intellectual/thinking
dimension), body (physical dimension), and spirit (heart, soul, will, character, morals and
emotions). As stated by Usher (2004),
Dispositions of effectiveness are nurtured through experiences that are not only
perceived as self-related but that are also engaging for the whole person—body,
mind and spirit. Experiences that involve a physical investment (movement,
touch, etc.), a mental effort (thoughts, feelings, etc.) and a spiritual sense
(inspiration, release, faith, etc.) are the most potent and contributory experiences
for the nurturance o f dispositional growth. Activities that engage the whole person
[emphasis in original} in a meaningful way contribute to the growth and
nurturance of dispositions, (p. 1)
Breese and Nawrocki-Chabin (2003) added, “Most educators in classroom
settings tacitly acknowledge that even if teachers have the requisite content knowledge
and pedagogical skills but lack an educational heart, they should not be in a classroom
shaping the development o f mind, body, and spirit” (p. 1). Such an emphasis on
dispositions appears to be a change from a focus on only teacher attitudes to a more
broadened scope for development in the affective and spiritual domains. Freeman (2003)
stated the focus in teacher education has shifted from a concentration on “knowledge,
skills and attitudes” to a focus on “knowledge, skills and dispositions.” He drew on Katz
and Raths’s (1985) explanation of attitudes as referring to “predispositions to act” while
dispositions referenced “the summary of actions observed” (p. 3). Freeman (2003) stated,
Katz and Raths suggest that substituting dispositions for attitudes leads us to think
more profoundly about how to educate teachers, to move away from checklists to
observing more carefully, to move away from assuming that if a student displays
the requisite knowledge, skills, and attitudes they will teach effectively to actually
examining how a candidate teaches in a variety of situations, (p. 3)
This position finds support in Eisner’s (1988) statement of the possibility of measuring
teacher and pupil behavior precisely, that is, with perfect reliability and yet miss what
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counts most in their lives-the meaning they make of what they are doing.
As referenced in Freeman (2003), Arstine (1967) and Katz and Raths (1985) were
among the early proponents of dispositions as an umbrella concept related to teacher
education, although the specific concept may be credited to Ryle (1949). Bravmann
(2000) purported one may also find earlier historic evidence of the inclusion of
dispositional elements in the teaching-learning process as propounded by various
educators of holistic and progressive education such as Plato, Pestalozzi, Froebel,
Montesorri, Parker, and Dewey. Taylor and Wasicsko (2000) also supported the position
that interest in teacher dispositions is not new and has been researched variously as
teacher values, teacher beliefs and teacher attitudes—tendencies which are necessary for
teachers to function effectively. An examination of the standards shows NCATE’s
reference to these dispositions as ones “expected o f educators” (NCATE, 2002, p. 19).
Using the Handbook o f Child Psychology to provide a scientific meaning for the
term dispositions, Damon (2005) has contested NCATE’s definition as having a “very
long reach and a certain looseness” about it (p. 1). He stated it engenders a double
meaning of “the right kinds o f moral beliefs and attitudes” as well as the “tendency of
being guided by them” (p. 1). Damon stated further:
In the scientific sense, therefore, a disposition is a “trait” (or “characteristic”) that
is embedded in temperament and “disposes” a person towards certain choices and
experiences that can shape the person’s future. It is a deep-seated component of
personality, with roots going back to the origins of our temperaments and
tentacles that bear major import for who we are and who we shall become, (p. 1)
INTASC, while not providing a specific definition, delineated 10 accompanying
dispositions to its 10 core principles. These dispositions may be summarized as including
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attitudes, appreciations, enthusiasm, commitment, beliefs, values, sensitivity, initiative
and thoughtfulness towards teaching and learning.
NBPTS (n.d.) in its presentation of its five core principles used descriptive terms
in some places suggestive of dispositions. Expressions include teachers as “exemplifying
the virtues they seek to inspire in students,” virtues such as “curiosity, tolerance, honesty,
fairness, respect for diversity and appreciation of cultural differences” (p. 1). NBPTS also
presented the belief that professional teachers possess the skill to develop student
capacities which are prerequisites for intellectual growth such as “the ability to reason
and take multiple perspectives, to be creative and take risks, and to adopt
an experimental and problem-solving orientation” (p. 1).
These teachers believe that all students can leam. They “treat all students
equitably,” and they “adjust their practice based on observation and knowledge of their
students' interests, abilities, skills, knowledge, family circumstances and peer
relationships” (p. 1). In addition, such accomplished teachers encourage the development
o f “students' self-esteem, motivation, character, civic responsibility and their respect for
individual, cultural, religious and racial differences” (NBPTS, n.d., p. 2).
Katz (1993) defined disposition as “a pattern of behavior exhibited frequently and
in the absence of coercion, and constituting a habit of mind under some conscious and
voluntary control and that is intentional and directed to some broad goal” (p. 16). Katz
(1993) stated further that this term can be used to differentiate a pattern of behavior from
related concepts such as skills, attitudes, traits, mindless habits, thought processes,
motives, and work inhibition. Katz (1993) pointed out it may be possible to have skills
and knowledge while lacking a taste or habit to use them. In addition, she stated.
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dispositions supported by experiences, environmental factors, and appropriate scaffolding
are likely to become robust. The converse is also true, dispositions may become
weakened and damaged if not supported (Aquinas, 1749/1964; Katz, 1993).
Taylor and Wasicsko (2000) presented dispositions as being “often defined as the
personal qualities or characteristics that are possessed by individuals including attitudes,
beliefs, interests, appreciations, values and modes of adjustments” (p. 1). The elements of
dispositions as integral to holistic education, however, date back to the time o f Plato and
occasionally have resurfaced in education under various labels such as values, attitudes,
worldviews, assumptions, motivation, interests, and ethics (Bravmann, 2000). Wasicsko
et al. (2004) have developed a perceptual model for studying dispositions as applied to
teaeher education based on the work of Coombs in the early 1970s in the field of
perceptual psychology. Wasicsko et al. (2004) cited perceptions as the source of one’s
behavior.
According to Ritchhart (2001), “Dispositions concern not only what one can do,
one's abilities, but what one is disposed to do. Dispositions address the often-noticed gap
between our abilities and our actions” (p. 5). Ritchhart (2001) stated further, what one is
disposed to do is under one’s control and will rather than being automatically emitted.
These acquired patterns of behavior are subject to change, shaped by each individual and
contextualized in their deployment. Ritchhart’s position is reflected in a statement by St.
Norbert’s Teachers’ College (2004). It stated:
Ritehhart's model of dispositions highlights how an individual's ability interacts
with his or her inclinations (including attitudes, beliefs, values, traits, and
temperaments), awareness of occasions (i.e., capacity to accurately define
circumstances), and motivation (including needs, interests, and desires) to
produce action, (p. 1)
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There appears to be some differences and overlaps in the way that the term
disposition or dispositions is defined and understood. Maylone (2002) likened a single
definition o f dispositions to finding oneself in what he calls the “Mission Statement Pit.”
Freeman (2003) likened it to a “linguistic thicket” and a “linguistic maze.” Various
definitions have also been presented by philosophers and psychologists.
Some philosophers and psychologists see dispositions as inherent, sometimes
latent, tendencies, automatically conditioned by external stimuli (Aquinas, 1749/1964;
Davis-Blake & Pfeffer, 1989; Ennis, 1996; Richards, 2003; Ryle, 1949) while others
understand dispositions as tendencies which can be learned (voluntary elicitors of
behavior) hence within voluntary, internal control (Baron, 1988; Dewey, 1930; Ritchhart,
2001). In a learning context, Argyris (1991) referred to the reflection on one’s state of
mind or source o f one’s behaviors as double-loop learning. Richards (2003) stated
behavior takes its meaning from dispositions. He added:
I think we have to comprehend at the core of our being that human behavior at
any age and in any context is a function of the meanings, beliefs, and
understandings people hold about self, others, the situation they are in and their
purposes. This doesn’t mean that we necessarily approve of what everyone does,
but it may enable us to encounter others with greater openness, respect and deeper
understandings, while doing the same for ourselves as well. (p. 14)
Similarly, Usher et al. (2003) wrote, “Behavior is always a result of the totality of the
behaver’s perceptions of self, other people, the world in general, the nature of the
situation and other people involved, and the task and purposes at hand” (p. 6).
A synthesis of these various definitions suggests disposition(s) may be construed
largely as the composite of latent, active, and leamable personal tendencies,
characteristics, and qualities of teachers which usually become expressed as behaviors
under certain internal or external conditions/situations/stimuli. These tendencies are
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multi-faceted and overlapping. They relate to, include, but may not be limited to one’s
inclinations, sensitivities, perceptions, character, emotions, thinking, spirit, beliefs,
values, ethics, attitudes, commitments, interests, abilities, will, and motivations.
Dispositions seem to vary between desirable and undesirable expressions and are
mediated by choice. Desirable dispositions are regarded as those latent, active, and
leamable tendencies that will achieve the highest personal and common or social good.
These are the kinds of dispositions worthy of development for effective teaching.
Conversely, undesirable dispositions are regarded as those latent, active, and leamable
tendencies that will lead to personal and common or social degradation.
In the context of teacher education, some desirable dispositions may be inherent
while others may be leamed through self-reflection, guided reflective thinking, as well as
other intellectual, spiritual, and emotionally engaging processes. Arising from this
examination o f the concept and definitions of dispositions a model of a possible
dispositions-behavior cycle has emerged as shown in Figure 2.

INTASC Guidelines on Dispositions
In many teacher education programs (Illinois State University, 2004; Lander
University, 2004; St. Norbert’s Teachers’ College, 2004) the INTASC model is being
used for the development of dispositions. In others, however, teacher educators are
experimenting with other models arising from craft knowledge (Comer’s developmental
model at Drury University, Missouri; perceptual psychology at Eastem and Northem
Kentucky Universities; the inquiry approach at the State University of New York at
Oneonata, and the four-component model of moral/ethical maturity at the University
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Figure 2. The dispositions-behavior cycle.
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of California at Fresno). The INTASC model is designed for new teacher credentialing. It
is the set of standards for approving initial certification programs in over 40 states of the
U.S.A. An examination of the INTASC model (Miller & Darling-Hammond, 1992)
provides a list of knowledge, skills, and dispositions for each of 10 principles expected of
new teachers in the 2U* century (CCSSO/INTASC, 2004).
According to Miller and Darling-Hammond (1992) this model was developed by
teachers and personnel from 17 state education agencies. The intention was to stimulate
dialogue about the best thinking as to what constitutes competent beginning teaching.
This set of standards is used for shaping content, skills, and dispositions in teacher
education programs and consequently considered informative for this investigation. Each
principle of the model will be outlined below along with its attendant dispositions.
Principle 1 states, “The teacher understands the central concepts, tools of inquiry,
and structures of the discipline(s) he or she teaches and can create learning experiences
that make these aspects o f the subject matter meaningful for students.” The
accompanying dispositions are:
(a) The teacher realizes that subject matter knowledge is not a fixed body of facts
but is complex and ever-evolving. S/he seeks to keep abreast of new ideas and
understandings in the field, (b) The teacher appreciates multiple perspectives and
conveys to learners how knowledge is developed from the vantage point of the
knower. (c) The teacher has enthusiasm for the discipline(s) s/he teaches and sees
connections to everyday life, (d) The teacher is committed to continuous learning
and engages in professional discourse about subject matter knowledge and
children’s learning of the discipline. (Miller & Darling-Hammond, 1992, p. 14)
Principle 2 states, “The teacher understands how children leam and develop, and
can provide learning opportunities that support their intellectual, social and personal
development.” The accompanying dispositions are:
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(a) The teacher appreciates individual variation within each area of development,
shows respect for the diverse talents of all learners, and is committed to help
them develop self-confidence, (b) The teacher is disposed to use students’
strengths as a basis for growth, and their errors as an opportunity for learning.
(Miller & Darling-Hammond, 1992, p. 16)
Principle 3 states, “The teacher understands how students differ in their
approaches to learning and creates instructional opportunities that are adapted to diverse
learners.” The accompanying dispositions are:
(a) The teacher believes that all children can leam at high levels and persists in
helping all children achieve success, (b) The teacher appreciates and values
human diversity, shows respect for students’ varied talents and perspectives, and
is committed to the pursuit of “individually configured excellence.” (c) The
teacher respects students as individuals with differing personal and family
backgrounds and various skills, talents and interests, (d) The teacher is sensitive
to community and cultural norms, (e) The teacher makes students feel valued for
their potential as people, and helps them leam to value each other. (Miller &
Darling-Hammond, 1992, p. 18)
Principle 4 states, “The teacher understands and uses a variety of instmctional
strategies to encourage students’ development of critical thinking, problem solving, and
performance skills.” The accompanying dispositions are:
(a) The teacher values the development of students’ critical thinking, independent
problem solving, and performance capabilities, (b) The teacher values flexibility
and reciprocity in the teaching process as necessary for adapting instmction to
student responses, ideas and needs. (Miller & Darling-Hammond, 1992, p. 20)
Principle 5 states, “The teacher uses an understanding of individual and group
motivation to create a teaming environment that encourages positive social interaction,
active engagement in learning, and self-motivation.” The accompanying dispositions are:
(a) The teacher takes responsibility for establishing a positive climate in the
classroom and participates in maintaining such a climate in the school as a whole.
(b) The teacher understands how participation supports commitment, and is
committed to the expression and use of democratic values in the classroom, (c)
The teacher values the role of students in promoting each other’s learning and
recognizes the importance of peer relationships in establishing a climate of
teaming, (d) The teacher is committed to the continuous development of
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individual students’ abilities, and considers how different motivational strategies
are likely to encourage this development for each student. (Miller & DarlingHammond, 1992, p. 22)
Principle 6 states, “The teacher uses knowledge of effective verbal, nonverbal,
and media communication techniques to foster active inquiry, collaboration, and
supportive interaction in the classroom.” The accompanying dispositions are:
(a) The teacher recognizes the power of language for fostering self-expression,
identity development, and learning, (b) The teacher values many ways in which
people seek to communicate and encourages many modes of communication in
the classroom, (c) The teacher is a thoughtful and responsive listener, (d) The
teacher appreciates the cultural dimension of communication, responds
appreciatively, and seeks to foster culturally sensitive communication by and
among all students in the class. (Miller & Darling-Hammond, 1992, p. 25)
Principle 7 states, “The teacher plans instruction based upon knowledge of subject
matter, students, the community, and curriculum goals.” The accompanying dispositions
are;
(a) The teacher values both long term and short term planning, (b) The teacher
believes that plans must always be open to adjustment and revision based on
student needs and changing circumstances, (c) The teacher values plarming as a
collegial activity. (Miller & Darling-Hammond, 1992, p. 27)
Principle 8 states, “The teacher understands and uses formal and informal
assessment strategies to evaluate and ensure the continuous intellectual, social and
physical development of the learner.” The accompanying dispositions are:
(a) The teacher values ongoing assessment as essential to the instructional process
and recognizes that many different assessment strategies, accurately and
systematically used, are necessary for monitoring and promoting student learning.
(b) The teacher is committed to using assessment to identify student strengths and
promote student growth rather than to deny students access to learning
opportunities. (Miller & Darling-Hammond, 1992, p. 28)
Principle 9 states, “The teacher is a reflective practitioner who continually
evaluates the effects o f his/her choices and actions on others (students, parents, and other
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professionals in the learning community) and who actively seeks out opportunities to
grow professionally.” The accompanying dispositions are:
(a) The teacher values critical thinking and self-directed learning as habits o f the
mind, (b) The teacher is committed to reflection, assessment, and learning as an
ongoing process, (c) The teacher is willing to give and receive help, (d) The
teacher is committed to seeking out developing and continually refining practices
that address the individual needs of students, (e) The teacher recognizes his/her
professional responsibility for engaging in and supporting appropriate
professional practices for self and colleagues. (Miller & Darling-Hammond, 1992,
p. 31)
Principle 10 states, “The teacher fosters relationships with school, colleagues,
parents, and agencies in the larger community to support students’ learning and well
being. The accompanying dispositions are:
(a) The teacher values and appreciates the importance of all aspects of a
child’s experience, (b) The teacher is concerned about all aspects of a
child’s well-being (cognitive, emotional, social and physical), and is alert
to signs of difficulties, (c) The teacher is vyilling to consult with other
adults regarding the education and well-being of his/her students, (d) The
teacher respects the privacy of students and confidentiality o f information.
(e) The teacher is willing to work with other professionals to improve the
overall learning environment for students. (Miller & Darling-Hammond,
1992, p. 33)
These INTASC dispositions represent the most comprehensive list identified so far in a
review o f dispositions lists. These dispositions are incorporated into dispositions lists of
several preservice teacher education programs and represent the single most influential
list of dispositions used by over 40 of the 50 states in the U.S.A. in teacher education.

NCATE Guidelines on Dispositions
It is noted that the standards and guidelines by NCATE are in outline form and
essentially provide a definition of the concept of dispositions. It is observed that NCATE
Standard 1 does not specify the details of professional dispositions expected by teacher

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

31

candidates except for reference to values, ethics, and commitment in its definition. This
scarcity o f information may be related to the process of NCATE accreditation. NCATE
seeks to accredit teacher education units nationally and allows each institution/unit to
develop the detailed dispositions suitable for their respective programs as part of their
own conceptual framework, that is, “consistent with their mission, colleges o f education
may determine additional professional dispositions they want their candidates to develop’'
(NCATE, 2006a p. 1).
NCATE refers to these dispositions as those that the “faculty value in teachers
and other professional school personnel” (NCATE, 2004, p. 13). NCATE has also
referred to such dispositions as ones “expected of educators” (p. 19). With reference to
human diversity and target teacher disposition and performance for working with P-12
students, NCATE in Standard 4 offered this statement:
Extensive and substantive field experiences and clinical practices are designed to
encourage candidates to interact with exceptional students and students from
different ethnic, racial, gender, socioeconomic, language, and religious groups.
The experiences help candidates confront issues of diversity that affect teaching
and student learning and develop strategies for improving student learning and
candidates' effectiveness as teachers. (NCATE, 2000, p. 31)
It is further stated, “NCATE and INTASC expect teacher candidates to
demonstrate knowledge, skills and dispositions to provide learning opportunities
supporting students’ intellectual, social and personal development” (NCATE, 2004,
footnote to p. 18). In addition, “Codes of Ethics may be helpful in thinking about
dispositions” (footnote to p. 19). A review of the Code of Ethics of the National
Educators Association (NEA) adopted since 1975 showed two major areas of
consideration: (a) Principle 1-a commitment to students, and (b) Principle 2-a
commitment to the teaching profession (see Appendix A for full document).
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The Perceptual Psychology Approach to Dispositions
The perceptual psychology approach provides five broad categories of
dispositions that are related to those of the INTASC model. Perceptual psychology
according to Coombs et al. (1976) has been based on the premise that an individual’s
perception or beliefs o f reality will provide the basis for his/her behavior. These five
areas of beliefs/perception are as follows: (a) empathy, (b) perception of self, (c)
perception of others, (d) purpose, and (e) frame o f reference (Coombs et al., 1976;
Usher et al., 2003; Wasicsko, 2002). Coombs et al. (1976) believed that effective
teachers can be characterized by the positive dimensions of these perceptions.
Effective teachers are seen as possessing empathy, which is regarded as the
sensitivity to understand the student from the student’s perspective. Perception of self
revolves around the valuing of one’s worth and the ability to be effective and adequate.
Such sense of worth and adequacy will impact on how others are perceived. The effective
teacher will see students and others as capable and worthy human beings (Usher et al.,
2003).
Wasicsko et al. (2004) developed a theoretical construct for the study of teacher
dispositions based on this theory o f perceptual psychology. Wasicsko et al. (2004)
categorized this construct into three related dimensions: perceptions, characteristics, and
behaviors. Examples from the dimension o f perception are based on the individual’s
ability to see him/herself as identified with others rather than feeling isolated. In addition,
other individuals are viewed as capable o f solving their own problems and as having a
large frame o f reference, which may be exemplified by a focus on medium- and long
term goals.
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A positive perception of others will also lead the individual to see them as
purposeful and people-oriented as opposed to being centered on things, circumstances,
and events. The teacher who adopts this outlook will see his/her purpose to teach as a
calling rather than as a mere job. With a positive perception of the worth of others, the
teacher will place a higher value on the well-being o f the student above the impersonal
elements of the teaching learning environment, hence will have a person-centered frame
of reference (Coombs et al., 1976; Wasicsko, 2000).
Wasicsko et al. (2004) gave examples from the dimension of characteristics such
as the ability to be tolerant of differences, being open-minded, patient, enthusiastic, and
capable o f critical thinking. Examples from the dimension of behaviors highlighted in
this model included being able to write and speak standard English, being punctual, and
having a neat and orderly appearance. O f these three dimensions of dispositions,
Wasicsko et al. (2004) presented perceptions as the basic core around which
characteristics and behaviors revolve.
From the work o f Coombs et al. (1976) in the Florida Studies series, Wasicsko et
al. (2004) concluded that “numerous studies support the view that effective educators
have dispositions about themselves, students, and the task of teaching that can distinguish
them from ineffective educators.” Wasicsko et al. (2004) have also developed a process
for assessing dispositions which will be outlined in the section on assessment of
dispositions.

The Spiritual Approach to Dispositions
Spiritual dispositions may be viewed as objectives and experiences that foster
faith, release, and inspiration in God (Usher et al., 2003). For this investigation, the
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spiritual approach will be examined from the judeo-christian perspective. The spiritual
approach to dispositions in teacher education is clearly reflected in Palmer’s work.
Palmer (1998) highlighted the need for the teacher to become attuned to his/her inner
self, the inner landscape-the practice of reflection. He believed teachers teach who they
are. Teaching holds a mirror to the soul. To know the students and the subject depends
heavily on self-knowledge. Palmer (1998) advocated the need to achieve identity and
integrity in the self which provides the truth from which real teaching comes. Teaching
from this position has the power to draw out the truth from within students.
Palmer (1998) highlighted the need to embrace diversity and sensitivity to fair
treatment of students who are different. He stated, “We invited diversity into our
community not because it is politically correct but because diverse viewpoints are
demanded by the manifold mysteries of great things” (p. 107). Palmer pointed out the
drawback to inviting such diversity however. He stated that it encourages a ‘live
encounter’ with otherness which may threaten the security of the teacher and thereby
produces fear. To move past the illusion of possessing all Truth as expert in the
classroom, however, recognizing pluralism of thought and giving respect to the opinion
of students, the teacher can encounter a largeness o f self in himself and others by
embracing consensual decision-making in which everyone wins and none need lose. Both
teacher and students emerge with a “ large sense of self than one brought into it, in which
we leam that the self is not a scrap of turf to be defended but a capacity to be enlarged”
(p. 38).
Palmer (1998) cited fear as a major factor why many students do not speak out in
class. He stated that behind their fearful silence students want to find their voices, want to
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speak their voices and be heard. For the teacher this may be a difficulty especially if the
teacher also experiences fear, among our many fears, the dreaded fear o f the judgment of
the young. In such instances, it may be difficult to provide an open space and open heart
to all students. Palmer (1998) stated, “Good teaching is an act of hospitality toward the
young, and hospitality is always an act that benefits the host even more than the guest”
(p. 50). According to Buechner (1993), teaching is “the place where your deep gladness
and the world’s deep hunger meet” (as cited in Palmer, 1998, p. 30).
Yero (2002) presented similar concepts relating to the teacher’s inner world
including beliefs, metaphors, and meanings and how the teacher has the potential to
affect the entire teaching/learning process. Speaking of the need for positive perception
of self and personal meanings, Yero (2002) stated,
If teachers don’t know who they are-if they are unaware of their beliefs about
learning, teaching, and the nature of knowledge itself—then they are unaware of
what they are teaching by reason of those beliefs. That is why it is incumbent on
teachers themselves to become reflective—to understand what drives their
behavior, (p. 46)
Yero (2002) invited teachers to examine their beliefs, metaphors, and meanings
given the power o f such concepts to shape one’s perception itself. First, she stated the
senses gather all sensory data, however, people focus on only a small portion of such
information. Second, beliefs influence the meanings that are given to one’s perceptions,
that is, to one’s interpretation. Third, beliefs have the power to change one’s nonverbal
communication such as facial expression, tone of voice, or body language. The impact of
beliefs therefore can be very consequential to the teaching/learning experience as these
beliefs have cognitive, affective, and behavioral components.
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Yero (2002) pointed out the need for teachers to examine their beliefs about the
purpose o f education. Once the purpose has been identified it becomes necessary to make
this idea concrete by creating a mental picture of the ideal classroom or teaching
environment. Keeping a vision of this ideal classroom environment is essential to change
some of the habitual, ineffective behaviors that set in over time. Yero (2002) invited the
teacher also to avoid thought viruses from self and other colleagues that may thwart this
vision. She stated, “If your vision has dimmed, I invite you to go mining for your own
treasures, chipping away at encrusted layers of conventional wisdom to expose the riches
of your former idealism” (p. 157).
Jesus Christ is considered to be a master teacher who taught twelve disciples indepth over a 3-year period as well as multitudes of people on a day-to-day basis. As
presented throughout the Synoptic Gospels, he was a teacher who epitomized servant
leadership, kindness, caring, effectiveness in communicating to both Jews and Gentiles
alike. In addition, he met the daily needs of those who came to him. He displayed what it
meant to respect and love even those considered to be enemies. He taught his ‘students’
many dispositions as reflected throughout the Synoptic Gospels. Among these
dispositions are included:
1.

A positive perception o f self and personal meanings. In the Sermon on the

Mount (Matt 5-7) Jesus admonished his followers that they were the salt and light of the
world. In other words, they were the models and preservers of society. Such a status of
oneself leads to positive self-perception and personal meaning. These concepts were also
taught through the events of the healing of a demon-possessed man (Luke 8: 27-38) and
the healing of the man bom blind (John 9: 41). These people were restored to normal life
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within Jewish society as their sickness had rendered them as outcasts and sinners upon
whom the judgmental finger of God had rested. Through their healing, they therefore
gained a renewed and positive sense of self.
2. A positive perception o f others. In the call of Matthew Levi (Mark 2:14-17),
Jesus showed the Pharisees and Jewish society how to have a positive perception of
others. Tax collectors were ostracized by the Jews as they were considered traitors of
their nations by collaborating with the Roman government to collect taxes from the Jews.
By including Matthew among his disciples, everyone would be forced to regard Matthew
more positively, despite his apparent negative profile. The same holds true for Zacchaeus
in whose home Jews dined (Luke 19:1-10) and in the story of the woman by the well
(Luke 4:7-42). Jewish rabbis would not speak with a woman in public, much less a
woman fi-om a race (Samaritan) that was considered a cursed race. The surprise of Jesus’
disciples when they found him in this act confirmed this stereotype (John 4:27).
However, the disciples were forced to have a new perception of the “other,” the
“outsider” because Jesus not only conversed with her but he stayed in her village for two
days (John 4:40).
3. Sensitivity to adapt approaches to meet students ’ needs and responses. Most of
the people to whom Jesus spoke were illiterate. As Dunn (2005) and Ehrman (2003)
pointed out, approximately 90% of the people in the first century were illiterate.
Therefore Jesus’ use of stories, parables, and demonstration were therefore well suited to
communicate the profound lessons he taught and meet the needs and responses of his
students. Dunn (2005) also noted that in speaking to the Pharisees who quite likely could
read, Jesus remarked, “Have you not read?” (Mark 2:25; Matt 12:5; 19:4) but in speaking
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to his disciples who quite likely could not read he remarked, “Have you not heard?”
(Matt 5:21, 27, 33,38,43).
Jesus used many miracles to meet the needs and responses of his students. In firstcentury Palestine, the need for the inauguration of the Messianic kingdom was very
palpable. Jesus met that need not only through his teachings but by practical
demonstrations of kingdom realities. As Bacchiocchi (1980) observed, Jesus’ Sabbath
miracles (Mark 1 2-31; Luke 4:3-39; John 5:1-18; 9:-41) were practical demonstrations
that indeed the long-hoped-for Messianic kingdom had arrived. Jesus himself proclaimed
his healing miracles as fulfillment of Messianic prophecies of the Old Testament which
spoke of the newness which would occur when the kingdom would arrive (Luke 4:16-21;
7:21,22; Isa 35:5; 58:6; 61:1-2).
4. Value fo r people above things. In Luke 12 when asked to intervene in a property
dispute, Jesus seized the moment to reinforce the lesson that “a man’s life does not reside
in the abundance o f his possessions” (Luke 12:15). In the parable of the prodigal son he
taught, among other things, that the prodigal was accepted into his father’s household
despite the fact that he had wasted his possessions. In other words, the Prodigal was more
important than the assets that he had wasted. On another occasion Jesus taught that one
ought to lay up treasures in heaven, not on earth (Matt 6:19-21), that is, the person
supercedes the material domain, seeking first the kingdom of God.
5. The needfor reflective thinking and spiritual illumination. According to Matt
5:8, Jesus stated, “You’re blessed when you get your inside world—your mind and
heart—put right. Then you can see God in the outside world.” This statement pointed to
the need to realize the connection of the human being in his vocation or ordinary

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited without perm ission.

39

everyday life of being connected with a power greater than the self. Jesus Christ also
stated, “I am the way, the truth and the life” (John 14:6). This pointed the student beyond
the self to reflective thinking on the power of God and consequent purposeful living.
Hence, Holmes’s (1975) pronouncement, “All truth is God’s truth, no matter where it is
found and we can thank him for it all” (p. 7) has the benefit of refocusing the mind to
God and his dissemination of truth to students through the channel of the teacher.
White (1903/1952) wrote that the true purpose of education is redemptive in nature:
to restore human beings to the image of God. Based on the model of Christ such
restoration involves dispositions such as good listening skills, regard for everyone as
important, enthusiasm about the subject matter, attention to each individual need, love,
and service. White (1903/1952) stated.
Even the crowd that so often thronged His steps was not to Christ an
indiscriminate mass of human beings. He spoke directly to every mind and
appealed to every heart. He watched the faces of His hearers, marked the lighting
up of the countenance, the quick, responsive glance, which told that truth had
reached the soul; and there vibrated in His heart the answering chord of
sympathetic joy. (p. 231)
The restoration of human kind to the divine image that Jesus lived and taught can
today be aided through the agencies of home, school, church, nature, the Bible, and, most
importantly, the Holy Spirit. This model o f restoration of the human mind is reflected in
the Seventh-day Adventist philosophical statement on education presented by Akers et al.
(2001). In Seventh-day Adventist education, as most other Christian education systems,
God is believed to be infinite, loving, wise, and powerful and relates to human beings on
a personal level showing them through His Holy Spirit how to think, feel, and behave.
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Dispositions in Preservice Teacher Education Programs
As an exemplar, 6 teacher education institutions were researched via their
respective websites. Those with the most detailed lists of dispositions were selected for
relevance to this investigation. I discovered that each institution independently developed
its own list of dispositions in keeping with its institution’s mission. However, most of
them bore resemblances to those of the INTASC model and to one another. Despite this,
they also had differences that were probably reflective of each teacher education program
preferences as well as the conceptual framework of the unit. Dispositions common to all
of these preservice teacher education programs covered the broad areas o f professional
attitudes, values, ethics, communication, and professional relationships with students,
colleagues, and various publics. Areas of uniqueness were also observed and are
presented as follows.
At the Olivet Nazarene University in Illinois (n.d.), I discovered several
dispositions that were different from those of the other institutions. These included the
following areas: the dispositions of teacher candidate competency in their area of
specialization; a thorough understanding of instructional strategies, the ability to make
coherent educational decisions to reflect a growing philosophy of education, selfunderstanding and qualifications for professional employment. These dispositions (except
for self-understanding) are expressed in words that could be considered as cognitive or
skills-based in nature. Such usage could be reflective of the challenge posed in education
of comprehending the nature of dispositions as distinct fi-om the cognitive and
skills/pedagogical domains.
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The dispositions of professional commitment, emotional maturity, academic
integrity were unique for Winthrop University’s Richard W. Riley College o f Education,
South Carolina (2004). Likewise, at Lander University, South Carolina (2004), the
elements o f flexibility, classroom operational behaviors, and classroom operational
dispositions were found to be unique. At St. Norberts’ Teacher’s College, Wisconsin
(2004), the dispositions that were unique to their institution were open-mindedness,
enthusiasm, and creativity.
Gallaudet University, Washington, D C. (2004), had the following unique
dispositions as part of its dispositional framework: respect for diversity and multiple
cultures, child development differences, teacher candidates as reflective life-long
learners, flexible and adaptable individuals with a high tolerance for ambiguity. At
Illinois State University (2004), collaborative ability, reverence for learning and
seriousness o f personal, professional, and public purpose were found to be the unique
elements of their list of professional dispositions for teacher candidates.
At the time of this study. Porter, Fan, and D’Aquanni (2003) and Wasicsko et al.
(2004) used perceptual psychology for understanding dispositions. Using this model in
the classroom, the teacher candidate is no longer seen as a passive observer in the
learning process but one who becomes engaged in self-examination, self-reflection, self
discovery/awareness, and self-improvement through the means of exploratory personal
case/event analyses.

Curriculum and Instruction of Dispositions
Bobbit (1997) stated the word curriculum is derived from the Latin “currere,”
which means a race-course, or the race itself. As applied to education, Bobbit (1997)
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referred to curriculum as that “series of things which children and youth must do and
experience by way of developing habits to do the things well that make up the affairs of
adult life; and to be in all respects what adults should be” (p. 11). Slattery (1995) called
curriculum and instruction “the very heart and soul of schooling” (p. 1). Curricula may be
divided into two categories: formal and informal. The formal curriculum is represented
by objectives, materials, and lesson plans while the informal curriculum represents the
atmosphere, or climate of the classroom, exhibited by important teacher characteristics
(Sprinthall, Reiman, & Thies-Sprinthall, 1996). With respect to dispositions, the informal
curriculum flows from the personal characteristics of the teacher through the instructional
process (Marzano & Pickering, 1997).
According to Reigeluth (1999) instruction relates to the various methods used to
facilitate human learning and development. Such methods usually derive from selected
curriculum and instructional objectives. Instructional purposes or objectives and methods
have been largely categorized as applying to three domains of learning: cognitive,
psychomotor, and affective. In Instructional-Design Theories and Models (Reigeluth,
1999) some instructional methods presented in this text encourage the learner to focus on
social, ethical, and intellectual development (Lewis, Watson, & Schaps, 1999); emotional
development (Kamradt & Kamradt, 1999); character development (Lickona, 1999); and
spiritual development (Moore, 1999). The methods considered most appropriate for
fostering dispositional development would be focused in the affective domain; however,
the mental processes required to process dispositions naturally incorporate the
cognitive/intellectual domain as well.
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In many curriculum and/or instructional models (Beane, 1995; Brantley, 1999;
Siebold, 2000; Tyler, 1949), the first step in the process begins with a purpose. This
purpose may be sometimes labeled as a mission, vision, focus, aim, need, or primary
objective. Purpose is pursued through the development of a plan which becomes executed
in actual instruction or practice after which the outcome is assessed, evaluations made,
and the cycle modified or reintroduced.
NCATE and INTASC have not clearly articulated their objective/purpose for the
introduction o f dispositions in teacher education; however, professional dispositions
appear to be essential for institutional accreditation and new teacher licensing. NCATE
stated, “The unit’s conceptual ffamework(s) reflects the unit’s commitment to preparing
candidates to support learning for all students and provides a conceptual understanding of
how knowledge, dispositions, and skills related to diversity are integrated across the
curriculum, instruction, field experiences, clinical practice, assessments and evaluations”
(NCATE, 2002, p. 13). In addition.
The unit’s conceptual ftamework(s) reflects the unit’s commitment to preparing
candidates who are able to use educational technology to help all students leam: it
also provides a conceptual understanding of how knowledge, skills and
dispositions related to educational and information technology are integrated
throughout the curriculum, instruction, field experiences, clinical practice,
assessments and evaluations. (NCATE, 2002, p. 13)
NCATE has itemized diversity and educational technology as two significant
areas for the development o f knowledge, skills, and dispositions to help all students leam.
These two elements are also included among the 10 dispositions delineated by INTASC.
Neither NCATE nor INTASC, however, has provided any guidelines for the introduction
of these dispositions into the curriculum and instructional processes o f teacher education
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programs, which might be due to the recent nascence of teacher dispositions in 2000 as
an accreditation requirement by NCATE.
From as early as the time of Plato, some philosophers and educators have argued
that education should encompass the ‘whole person’ (Bravmann, 2000). Dewey
(1938/1963) commented that education should be for the total growth of the individual,
especially from childhood. Even earlier, Dewey (1933) wrote that teacher education
programs should help teacher candidates to become reflective inquirers—to become
conscious o f their habits of thought. Dewey believed it was one fundamental purpose of
education to help in the enculturation of habits of reflection in students. Education that
incorporates instruction should produce reflective thinkers and ethical decision makers
who can display dignity, care, and justice toward their students. Such education should
also aim at discovering the whole range of skills, abilities, forms of thoughts and
ambitions that students will need for success in adult life (Bobbit, 1997; Noddings, 1986).
Lagemann (2002), Dean of Harvard School of Education, stated: “Schools must
not only teach skills and subject matter. They must, along with that, nurture dispositions,
most importantly a disposition to continue constantly learning new things” (p. 1). She
itemized dispositions such as tolerance, respect for the rights of others, evidence-based
decision-making, and civic competence. Lagemarm (2002) considered these dispositions
to be essential for sustaining the democratic way o f life in the face of fundamentalist
movements that challenge the democratic philosophy. Weiner and Cohen (2003) stated
that there seems to be a lack o f consensus as to how dispositions should be infused into
teacher programs. Based on a pilot study conducted by Weiner and Cohen (2003) at
Adelphi University, several objectives were suggested for their institution’s preservice
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teacher education program. They stated the first objective should be centered on teacher
candidates’ self-knowledge of their dispositions. Second, it should be determined if there
were activities or experiences that could transform dispositions deemed “intractable” or
“naïve.” Weiner and Cohen (2003) stated, “The goal should be to accelerate the
development o f practical and well-founded work-related dispositions to sustain novice
teachers for the challenges ahead” (p. 3). In addition.
Every course should include opportunities to examine attitudes and beliefs about
subject matter, so that reflection becomes a habit o f mind. At several points in the
program, students should be encouraged to measure changes in core dispositions.
A variety of techniques to help students uncover and assess dispositions should be
field-tested and offered by and to program staff at several teacher training
institutions, (p. 4)
Katz (1993) presented a similar thought by pointing out that the processes of
selecting curriculum and teaching strategies should include considerations of how
desirable dispositions can be strengthened and undesirable dispositions weakened. Katz
(1993) mentioned care should be taken as to how instruction is undertaken so as not to
undermine the desire to use the acquired dispositions because such damage is
significantly difficult to repair, especially in young children.
Various teaching methods have been identified as being suitable for teaching
dispositions. Five of five studies reviewed support the importance of reflection as a
valuable technique for teaching dispositions in the classroom (Adkins, 1999; Breese &
Nawrocki-Chabin, 2003; Kitsantas & Baylor, 1997; Usher et al., 2003; Valli, 1997).
Reflective teachers are teachers who take time to think about their teaching behaviors in
the context in which they occur. They are able to make self-assessments, evaluate
themselves, and engage in self-corrections according to research, practice, and ethics.
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Such reflection is promotive of responsible behavior, building the teacher’s moral and
intellectual capacity to make better decisions.
Valli (1997) stated reflective teacher education is important because it is not
guaranteed that novice teachers will become reflective with experience. “There are too
many experienced teachers who have not become expert at their craft, who do not
carefully think about their work or try to constantly improve” (p. 72). Valli (1997) has
identified five types of reflection in which the teacher may engage. They are technical
reflection, reflection-in and on-action, deliberative reflection, personalistic reflection, and
critical reflection. Technical reflection refers to the matching of one’s performance to the
research on instruction and management behaviors in teaching, while reflection-in and
on-action relates to reflection on one's own personal teaching performance. Deliberative
reflection, on the other hand, reflects on teaching concerns including students, the
curriculum, instructional strategies, and the rules and organization of the classroom.
Related to deliberative reflection is personalistic reflection that is centered on
one's own personal growth and listening to and trusting one's own inner voice and the
voices of others, which may partly arise out of the teaching learning experience. The fifth
type of reflection, critical reflection, looks beyond the walls of the school to focus on
goal achievement and the social, moral, and political dimensions of schooling. Several
techniques that promote reflection are action research, journaling, case studies,
supervision, classroom discussions, projects, support communities, help labs, and peer
evaluations (Adkins, 1999; Breese & Nawrocki-Chabin, 2003; Kitsantas & Baylor, 1997;
Usher et al., 2003; Valli, 1997).
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Kitsantas and Baylor (1997) conducted a study in which they tested an
Instructional Planning Self Reflective Tool (IPSRT). These researchers described this
tool as assisting teacher candidates with such processes as self-reflection, reflective
dialogue, self-monitoring, and self-evaluation. The tool also proved to be useful in
guiding student learning, enhancing their performance, and improving their dispositions
regarding instructional planning. Kitsantas and Baylor (1997) considered these findings
to be important for instructors who prepare students to write effective instructional plans.
This Instructional Planning Self Reflective Tool (IPSRT) appears to hold promise as a
valuable tool for teaching dispositions.
The method of reflective dialogue appears to be very useful in dispositions
training. Adkins (1999) described it as very engaging with the use of the dialectic
approach as postulated by Buber. Using Buber’s 1-Thou approach, this dialogue is
achieved, Adkins (1999) stated, when the teacher becomes himself or herself deeply and
recognizes the student for the person that he or she is. Such an experience encourages the
student to see his/her relatedness to others. This 1-Thou process can help students to keep
in mind and heart the human dimension of experience, especially in the face of
impersonal ones (Adkins, 1999).
Breese and Nawrocki-Chabin (2003) have used Boyatzis’s (1982) modeling
theory as a framework for engaging preservice teachers in self-reflection and
understanding their own dispositions. Breese and Nawrocki-Chabin (2003) undertook a
study wherein a total of 16 pre-service teachers were asked to videotape themselves as
teachers for a 20-minute period. Preservice teachers were asked to view these videotapes
and prepare written records of the dispositional signals (body language and language use)
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sent, evidence o f the signals, the messages students were receiving, as well as the
potential/actual results of the dispositional signals. According to Breese and NawrockiChabin (2003), “Each [preservice teacher] completed a matrix that delineated four
dispositional categories determined in our study:
1. Body language
2. Language use (for example, voice, tone, rate)
3. Classroom practice and
4. Curriculum choices/adaptation (p. 7).
This matrix was completed by each preservice teacher and also for a partner. A peer
feedback conference was then held where these matrices were discussed. Breese and
Nawrocki-Chabin (2003) stated, “In general, we found that students were able to
recognize their dispositional signals in a given teaching situation and to reflect on the
correlation or mismatch between the dispositional signal and the desired outcome” (p. 8).
Educators have presented other approaches for promoting the exploration and
discovery of personal meaning, including the use of small group discussions and inquiry
(Lassonde, Muratore, Smith, & Vatovec, 2004; Usher et al., 2003). According to
Lassonde et al. (2004), based on the social constructivist theory and positioning theory,
the inquiry approach enabled students’ dispositional development in several ways. Such
development was evident in students taking ownership of their learning and professional
development, through dynamic interactions with others as they formulated the questions
worthy of investigation, investigated them, and presented answers in small-group
contexts. In their study of 50 preservice teacher candidates, the inquiry approach
prompted candidates to take responsibility for their learning. They collaborated with
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Others, developed group interaction skills, reflected externally through discussions, and
most significantly transitioned into teacher talk with an emerging identity as a teacher.
Usher et al. (2003) added other methods of teaching dispositions, such as
providing comfortable and stimulating environments, having a relaxed structure, and
timing. He stated there should also be warm, friendly guidelines, and safe, non-hurtful
limits. A variety of styles, intelligences, media, activities, silence, commotion, and a
minimum o f rules, regulations, and requirements were also highly conducive and
promotive o f positive dispositions. Other methods under exploration are modeling and
demonstration of appropriate behaviors in workshops as well as allowing student teachers
to observe successful practicing teachers (Stewart & Davis, 2004).
Despite these methods for positively assimilating dispositions into teacher
education, Weiner and Smithey (2004) raised concerns about how to deal with
indispositions. Indispositions may be reflected in disorders such as antisocial tendencies,
anxiety, anger, fear of new situations, fear o f speaking out, aggressive behaviors or
reactions, perfectionism and inflexibility, depression, excessive stress, and mood swings
(American Psychiatric Association, 2000; Weiner & Smithey, 2004). To assist teacher
candidates explore and deal with indispositions, they authored a self-help manual that can
be used as a first course o f action for teacher candidates. Maylone (2002) pointed out the
challenge in selecting a teacher who may have what he called ‘bad’ dispositions and
‘good’ pedagogy and those who may have ‘bad’ pedagogy but ‘good’ dispositions. He
asked.
Is ‘delivery of services’ necessarily tied to disposition? . . . Is it conceivable that
there exists a teacher who is expert at delivering services but who possesses what
most of us would call undesirable personal characteristics? If so, on what basis
would we object to the certification of such an individual? If “delivery of
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services” means that the students are achieving academically, can we complain
about disposition, as long as the teacher is doing nothing illegal or counter to the
letter of local or state policy? (p. 8).
He questioned whether or not teachers should be seen as behavioral role models
or be regarded as operating within legal and policy guidelines as long as students are
performing academically. However, the NBPTS supported the notion of teachers as role
models. It wrote.
Ethical demands derive from the teacher's role as a model of an educated
person. Teaching is a public activity; a teacher works daily in the gaze of his or
her students, and the extended nature of their lives together in schools places
special obligations on the teacher's behavior. Students leam early to read and
draw lessons from their teachers' characters. Teachers, consequently, must
conduct themselves in a manner students might emulate. (NBPTS, n.d., p. 3)
Faculty are exploring numerous ways in which to teach dispositions in an
effective manner. In some institutions, teacher candidates may be exposed to learning
experiences or activities other than formal classes for practicing the new teacher
dispositions they are acquiring. In addition, a few institutional examples speak of separate
courses for teaching dispositions while most are suggestive of infusion into existing
courses.
In a study by Stewart and Davis (2004), teacher candidates were encouraged to
join professional associations such as Phi Delta Kappa through the establishment of their
own local chapter with the support and approval of the nearest international chapter.
Establishing their own local chapters enabled teacher candidates to undertake their own
projects and build networks with educators who practiced professional dispositions and
made themselves available for professional consultations and even provided employment
leads. These students also initiated local community activities which gained visibility and
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support by the local community. The results of the study revealed that teacher candidates
developed more self-confidence, more long-term friendships, and more interactive skills.
At Eastern Kentucky University, Wasicsko et al. (2004) developed and
implemented a one-credit course—EOF 103 (Introduction to Education) which teaches
dispositions as a subject area. Upon successful completion of the course, students are
expected to have achieved various objectives. Students should be able to identify the
qualities of and expectations for effective teaching and related educational services. They
should also be able to make reflective judgments about personal goals, interests, and
abilities and a career in education. The activities in this course included “My Favorite
Teacher” assignment, field experience reflections, a teacher disposition analysis, a
development of “My Teaching Disposition,” and a personal betterment project.
At St. Norbert’s Teachers’ College (2004), every student seeking licensing as a
teacher is expected to complete a Human Relations program. This program assists teacher
candidates in acquiring human relations skills to “reduce provincialism and prejudice,
understand the need for an open, honest and trusting posture in interpersonal relationships
and develop an ability to write, speak and listen with sensitivity to the feelings and needs
of others” (p. 1). This goal is consonant with the Christian values of the college where
human relations skills are valued for dealing with persons of diverse backgrounds and
abilities, attitudes, and beliefs. Four courses are offered to assist students in gaining an
understanding of diversity of students, human nature, and human relationships. These
courses are: (a) Introduction to Bible/Theology, (b) Philosophy of Human Nature, (c)
Human Development and Life Span, (d) Social Inequalities.
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In addition, students are required to complete a minimum of 50 hours of direct
involvement with adult and pupil members of a group whose background is different
from theirs. Each student can select from the following groups: African Americans,
Native Americans, Asian Americans, Hispanic Americans, and Pacific Islander
Americans; and with foreign-born persons, persons with disabilities, and with various
socioeconomic groups including low income. Of the other institutions reviewed, there
was no clear indication that they were teaching separate courses on dispositions.
There seems to be no mention in the literature of how faculty are being prepared
to teach dispositions. Did they study dispositions formally, or have they been introduced
to it as part of work experience? Are there seminars to equip faculty or do they teach
dispositions from personal research? No mention is made in the scholarly literature of
drawing on the experiences of practicing teachers in the process of deciding on
institutional/teacher educator dispositions.

Assessment of Teacher Dispositions
With the advent of dispositions in the preservice teacher education program, ways
to assess their achievement had to be developed. According to Brookhart (1999)
assessment refers to the gathering and interpreting o f information about students’
achievement. Such interpretations allow for evaluative judgments to be made about
student achievement, which are usually based on standardized measurement of students’
performance founded in educational research. Bezuk et al. (1997) cited the assessment of
field experiences and student teaching as linkages between theoretical constructs and
their practical application. These authors argue further that field experiences provide for
assessment of student understanding and achievement; the acquiring of clinical principles
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o f teaching, learning, and pedagogical skills; and opportunities for observation,
management of instruction, students, space, time, and resources.
According to Usher et al. (2003) dispositions may not lend themselves directly to
these standard assessment measures including checklists, self-reports, or inventories
because dispositions refers to personal qualities that may not be readily observable.
Usher et al. (2003) favored the use of the scientific inferential method for assessing
dispositions. They have suggested several steps. First, over time numerous observations
should be undertaken of learners in various settings performing various activities.
Second, inferences should be drawn as to the origin and possible causes of such behavior.
The process of making inferences should be undertaken by at least three trained,
independent observers, using a Likert-scale or rubric designed with attention to validity
and reliability requirements. Third, inferences should be tested by further observations to
establish if there is a pattern and durability to the observed behaviors. This procedure
should lead to an understanding of the learner’s self-concept and disposition.
The view of dispositions as not readily observable and gradable is supported by
Freeman (2003) who suggested the assessment of dispositions may necessitate a
paradigm shift from social science to moral science, which can deal with the issues of
situational contingencies, patterns of action, and a new way of talking and judging that
are not based on counting and scaling behavior. Freeman (2003) stated such a situation
requires the exploration of new research methods. Weiner and Smithey (2004) expanded
on Usher et al.’s (2003) idea of observations and inferences by suggesting that once the
observations show a pattern, if undesirable, they should be corrected as early in the
educational program as possible.
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the exploration of new research methods. Weiner and Smithey (2004) expanded on Usher
et al.’s (2003) idea of observations and inferences by suggesting that once the
observations show a pattern, if undesirable, they should be corrected as early in the
educational program as possible.
NCATE guidelines on assessment state, “Assessments indicate that candidates
meet professional, state, and institutional standards.” (NCATE, 2004, p. 14). The target
NCATE teacher candidate performance criteria are:
Candidates work with students, families, and communities in ways that
reflect the dispositions expected of professional educators as delineated in
professional, state, and institutional standards. Candidates recognize when
their own dispositions may need to be adjusted and are able to develop
plans to do so. (NCATE, 2002, p. 16)
The handbook further stated, “Decisions about candidate performance are based on
multiple assessments made at multiple points before the program completion” (NCATE,
2002, p. 21).
According to NCATE Unit Standards Note 8, “The unit assesses candidate
performance through a comprehensive set of assessments that includes state licensing
examinations where they exist” (p. 21). Dispositions (as well as knowledge and teaching
performance) are assessed, “during field experiences and clinical practice and include
candidate analysis of P-12 student learning” (NCATE, 2004, p. 21).
These information bits on assessment by NCATE provide an overview of higher
education institutional requirements, but do not provide much detail as to the process, the
‘how to’ or ‘look fors’ as used by Schuster (2004) to indicate successful presentation and
performance of desirable dispositions. INTASC’s guidelines indicate that assessment
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process requires them to reflect on their thoughts, feelings, and meanings about being a
teacher. Breese and Nawrocki-Chabin (2003) have used 20-minute videotapes and peer
conferencing analysis as a viable method for self-reflection.
Weiner and Cohen (2003) wrote, “Change in dispositions over time is the
appropriate evaluation measure” (p. 4). This process would require careful and ongoing
collaboration between faculty and students as expressed through various activities such as
journal writing, small-group problem-solving dialogue, position papers, audio and
videotaped lesson plan assessment, and critical incident critiques. Maylone (2002)
suggested that instead o f creating lists of dispositions and accompanying rubrics by
which to assess student teacher dispositions, a committee including faculty and
cooperating teachers should be appointed to discuss such dispositions using the most
general guidelines, and, by consensus and wisdom, vote to dispositionally approve or
disapprove teacher candidates. He has not explained, however, what dispositions would
be voted on or how they would be selected. Various colleges and universities have
embarked on their own processes of assessment to fit with their conceptual fl-ameworks.
At Eastern Kentucky University, Wasicsko et al. (2004) presented an instrument
for assessing the dispositions of teachers before admission to the preservice teacher
education program and also before the hiring of new faculty to the College of Education.
The instrument—a perceptual rating scale—focuses on the perceptual inferences of
teachers using four perceptual factors, namely, (a) how teachers perceive themselves,
identified in terms o f their oneness with others, (b) how they perceive others, as able or
unable to solve their own problems, (c) how they perceive their world or purpose and, (d)
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their frame o f reference— orientation to people or things. This perceptual rating scale
uses what Wasicsko (2000) called a Human Relations Incident Report (HRI).
This Human Relations Incident Report requires the respondent to write a report,
relating the respondent’s perception of a situation based on the circumstances, reaction,
and feelings felt at the time of the incident, and also upon reflection. Using a perceptual
rubric composed of four elements of perception (self, others, purpose, and frame of
reference) an assessor then determines where on a 5-point scale the respondent’s
perception lies based on how the respondent has rated himself and how this rating
corresponds with the assessor’s scores. On a 5-point scale, scores of 3 to 5 are considered
acceptable, whereas scores of 1 and 2 are not acceptable levels of dispositions for
consideration to the teacher education program. This method of assessing dispositions is
reported by Taylor and Wasicsko (2000) as having high inter-rater reliability. The
drawback of this method, however, is that its use requires special training (Taylor &
Wasicsko, 2000).
At St. Norbert’s Teachers’ College (2004), teacher candidates’ dispositions are
assessed in three major ways:
1. Through performances associated with academic course work such as in the
nature and quality of work output and classroom interactions
2. Performances associated with fieldwork in K-12 schools
3. Performances associated with activities outside traditional academic settings,
for example, through voluntary activities.
Assessment o f dispositions in the teacher education program varies from the
admission point in some institutions to the point of exit in others. Denner et al. (2001)
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supported an assessment process for teacher dispositions at the point of admission to the
teacher education program of the institution. They described it as a standards-based
admission process for qualifying caring and competent candidates for teacher
preparation:
The major elements o f such an admission process would include prerequisite
standards that examine the knowledge, dispositions, and skills candidates should
have upon enrolling to the teacher education program. Among other features it
should have a “strong focus on dispositional standards, (p. 166)
At Illinois State University (2004) there are three checkpoints for candidates:
admission to professional education, admission to student teaching/clinical practice, and
exit from student teaching/clinical practice. At admission, students are asked to write a
reflective paper on how they exemplify the five stated dispositions of the institution, and
how they plan to improve their attitudes and behavior during their course of study.
To advance to student teaching, candidates have to revise this original reflective
piece, show it to one of their education instructors, and have this instructor complete an
evaluation form reflecting the students’ dispositional growth. The third assessment
activity is completed at the exit point fi-om clinical practice. It is at this point that
students are expected to provide documented evidence of activities they engaged in
during clinicals. In addition, they write a final reflective piece on their dispositional
growth through clinicals, which are reviewed by their cooperating teacher and/or
university supervisor.
Likewise at Olivet Nazarene University in Illinois (2004) teacher candidates are
expected to demonstrate dispositions befitting to professional educators. It is incumbent
upon them to adjust their own dispositions through reflective practices, community and
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Christian service, as well as through their personal philosophy of education and
membership in professional organizations.
The company Media-X Systems Inc. developed by Paul Schuster (2004) has
introduced a dispositions assessment computer software program known as mVal:
Professional, based on the perceptual assessment approach by Coombs et al. (1976) and
Wasicsko (2002).
mVal :Professional is an appraisal system used by over 10,000 school
administrators in Canada and the U.S.A. to assess staff using rubrics and
‘look-fors’ (performance indicators), which standardize evaluations.
Knowing what to look for empowers evaluators to make more accurate
assessments. (Schuster, 2004, slide 6)
This dispositions software defines standards and performance indicators, creates
appraisals based on the standards, records observations of student performance, makes
assessments, generates reports, and also supports student reflections and portfolios.
mVal Professional is designed to allow data input using a Palm PDA, paper, or via the
Internet.

Summary
From this literature review several issues have been identified regarding
dispositions in teacher education and preservice teacher education in particular.
1. There were several definitions of dispositions for teacher education; each
institution with teacher education programs defined dispositions differently as they
aligned to the mission of the institution and/or the teaching learning department.
2. There were a number of assessment methods that were being explored and used
but the use of self-reflection methods appeared to be foremost.
3. Except for a few institutions, dispositions in preservice teacher education
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programs were being infused into the existing curriculum rather than being taught as
separate courses.
4.

No information has been uncovered so far to show that faculty have received

any formal training for teaching dispositions in teacher education. It is surmised that this
could be due to the relative newness of the NCATE mandate. Questions arising from
these issues were developed in the instruments for this investigation.
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CHAPTER 3

METHODOLOGY

The purpose of this investigation was to explore the ways in which and to what
extent dispositions were included in the curriculum, taught and assessed in preservice
teacher preparation programs, in addition to assessing faculty training for teaching
dispositions, observing suggestions of program directors in three selected institutions in
Indiana and Michigan in the U.S.A. In order to pursue this objective, an appropriate
research design and consequent research procedure had to be developed. This chapter
presents the methodology of this investigation, which includes research design, site and
sample selection, instrumentation, data collection procedure, and data analysis approach.

Research Design
A mixed-methods approach was used to collect and analyze data in this
exploratory investigation of the curriculum, instruction, and assessment of dispositions in
selected preservice teacher education programs. The mixed-methods approach allows for
a mixture of quantitative and qualitative research paradigms in various stages o f the
research process such as for research objectives or questions, data collection methods,
and/or data analysis techniques. This mixed-methods approach was selected as the use of
both qualitative and quantitative approaches to the collection and analysis o f data
supports corroborative reliability of the research report. In addition, the qualitative
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component provides a ‘richness’ of detail to accompany descriptives and/or inferences
drawn from quantitative analysis of the data (Cresswell, 2003; Johnson & Christensen,
2004). The instruments developed and used for this investigation were questionnaires
with closed-ended and semi-structured questions, interviews, and collection of documents
such as course syllabi and dispositions lists.

Population Selection
The population or sampling frame for this investigation was drawn from three
institutions o f higher education with preservice teacher education programs. Initially, four
institutions were approached and three were willing to participate in this investigation.
The selection o f institutions was based on three criteria (as mentioned in chapter 1):
1. The first criteria was to examine the NCATE status of teacher education
institutions and select four that were actively engaged in preparations for
(re)accreditation within 2 years of my study time line, or had completed their
(re)accreditation process within the past 5 years. This criteria ensured the institutions
would be involved in the implementation of dispositions in their preservice teacher
education program.
2. In terms o f philosophical orientation, two of the four institutions selected would
be religiously affiliated and the other two would be public. It was hypothesized that
those institutions that were religiously affiliated would evidence a more comprehensive
integration of dispositions in its various programs and activities than in public
institutions. This would probably occur as there might be more opportunities for teaching
and learning about dispositions through the various faith-related activities that occur on
Christian campuses than those that occur on public campuses.
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3.

The third factor was geographic location. Request for participation in the study

was made to institutions that were within a 100-mile radius of Andrews University in
Southwest Michigan, which allowed for ease of access, time, and economic efficiency.
To initiate the selection process, I accessed the NCATE website
(http://www.neate.org/standard/unit_stnds_ch2_notes) and searched for several
institutions that met the above requirements. From a pool of these institutions in the
region, I decided to investigate four that had the best fit with the selection criteria. Two
were religiously affiliated and two were public institutions. This was followed by
telephone inquiries to department heads or deans regarding willingness to participate in
this investigation. I spoke with the directors or secretaries of the NCATE accreditation
team at each institution or the program directors of the teacher education programs. In
one institution the director of the NCATE process was also the director/chairs of the
teacher education program. Three of these four program directors/chair consented for
their programs to be part of this investigation.
For ensuring anonymity, these institutions are referred to in this investigation as
University A, College B, and University C. At the start of this investigation in 2004, the
three participating institutions were in the process of reaccreditation, however, they have
all completed this process and were fully reaecredited at the publication of this study.

Sample Size Selection
For a comprehensive investigation of this topic, three levels/groups of participants
were selected, namely: (a) program directors for the preservice teacher education
program(s), (b) faculty members who teach in the preservice teacher education
program(s), and (c) teacher candidates in the preservice teacher education program(s) at

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

63

each institution. Contact was made with each institution to obtain a count of the number
of students and faculty involved in the preservice teacher education program as well as to
obtain the consent of the program director(s) for future interviews. All faculty and
students in the preservice teacher education program of each institution were theoretically
considered as potential participants.
At University A, there were 7 faculty and 150 students («=157) in the preservice
teacher education program. At College B, there were 5 faculty and 37 students («=42)
and at University C, there were 25 faculty and 700 students involved in the preservice
teacher education program («=725). The total potential sample size for this study was
therefore 924 persons (A=924). Through communication via program directors, they
were asked to inform all 924 persons of the request to participate in this investigation;
however, faculty and preservice teacher candidates self-selected to participate. The total
number that participated were 458, that is, 3 program directors/department head, 24
faculty, and 431 preservice teacher candidates.

Instrumentation
Description
The instruments used to collect data for this investigation were open-ended
interview protocols, institutional documents, and questionnaires (see Table 2). Openended interview questions were developed for the program directors o f each institution as
guided by the research questions (see Appendix D). Documents included course syllabi
(see Appendix F) and dispositions lists from each preservice teacher education program.
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Table 2
Questions, Instrumentation, & Items Matrix
Research Questions

Instrument Type & Questions

la. In what ways are dispositions included
in the formal curriculum of the selected
institutions?

Program director’s interview questions #1,
2, 3, 4, 5, 10, 11

lb. To what extent are selected dispositions
taught?

Documentary evidence
Faculty questiormaire #3-18
Teacher candidate questionnaire #3-18

Ic. In what ways are dispositions taught?

Program director’s interview questions #8
&9
Faculty questionnaire #1, 2,19, 23, 26
Teacher candidate questionnaire #1, 2, 21

Id. To what extent are dispositions
assessed?

Faculty questiormaire #3-18
Teacher candidate questiormaire #3-18

le. In what ways are dispositions assessed?

Program director’s interview question #7
Faculty questiormaire #24 & 25

2. In what ways are teachers formally or
informally trained to teach dispositions?

Teacher candidate questiormaires #19 & 20
Program director’s interview question #6
Faculty questiormaire #20-22

3. What suggestions do program directors,
preservice teachers and faculty have for
improving the inclusion, teaching and
assessment of dispositions in their
program?
4. Are there differences between religiously
affiliated and public institutional types in
the curriculum, instruction and assessment
of dispositions in preservice teacher
education programs?

Program director’s interview questions #12,
13, 14& 15
Faculty questiormaire #28
Teacher candidate questiormaire #22
Program director’s Interview #1, 2, 3,4, 5,
10, 11
Faculty questiormaire #1, 2, 3-18, 19, 20-26
Preservice teacher candidate questiormaire
#1 ,2 , 3-18, 19-21
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Development of Questionnaires
Two questionnaires were developed. One questionnaire was designed for faculty
and the other for preservice teacher candidates (see Appendixes B & C). The
questionnaires for faculty and preservice teacher education candidates were developed
after a search for existing questionnaires on this topic proved unsuccessful. The lack of
availability of questionnaires on dispositions in preservice teacher education may be due
to the relative newness of dispositions in teacher education programs and the paucity of
related research investigations so far.
Preparing to write a questionnaire involves five essential considerations: (a)
deciding on a research objective, (b) selection of the attributes to investigate, (c) selection
of a target audience (d) measurement scales, and (e) reliability analysis (Alreck & Settle,
1995). As previously mentioned, the research objective of this investigation was to
explore the presentation of dispositions in three selected teacher education programs. The
questiormaires were developed to answer the research questions o f this investigation.
These research questions, in turn, emerged from the literature reviewed on dispositions in
teacher education.
From the literature (Breese & Nawrocki-Chabin, 2003; Lassonde et al., 2004;
Wasicsko et al., 2004) and teacher education program websites (Lander University, 2004;
Illinois State University, 2004) it was observed that there were no set standards regarding
the inclusion, instruction, and assessment of dispositions in teacher education programs.
In addition, no evidence was found regarding the training and preparation of faculty to
teach and assess this new area. Religiously affiliated institutions offered more
opportunities for dispositions inclusion than their public counterparts (Goshen College,
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2004, personal communication; St. Norbert's Teachers’ College, 2004). Consequently,
these observations became of interest to see if answers to them would be similar across
institutions as well as similar to what was being done in other institutions or if findings
would be remarkably different. Therefore the questionnaires were developed accordingly.
The attributes under consideration were perceptions, attitudes, and practices of
faculty; knowledge and perceptions of program directors, and knowledge, perceptions,
and attitudes of preservice teacher candidates. Demographic data were also collected for
faculty and preservice teacher candidates. The target audience was teacher educators.
Measurement scales were selected that would be appropriate for each research
question and for ease of response. Each research question was defined by a subscale.
Appropriate subscales were developed for each of the four overarching research
questions (question 1 had 5 sub-questions). Each question and its subscale is discussed
below. Reliability was established for each subscale through a process of pilot testing and
calculation of the alpha coefficient as discussed below.
Each questionnaire presented similar questions to respondents in each group with
the intent that responses could be corroborated (Johnson & Christensen, 2004). Each
questionnaire had closed-ended and open-ended questions. Validity of questionnaire was
based on pertinent literature, which helped with the operationalization of the concept
(construct validity) as well as expert opinion to ensure inclusion and coverage o f the
appropriate content (content validity).

Research Questions and Subscales
1.

In what ways and to what extent were dispositions included, taught, and

assessed in preservice teacher education programs? This was answered by questions lb to
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le (la, which asked about the ways in which dispositions were included in the formal
curriculum o f the selected institutions, was answered by interview responses from
program directors, an analysis of course syllabi, and dispositions lists). Question lb to le
were as follows:
lb. To what extent are selected dispositions taught?
Ic. In what ways are dispositions taught?
Id. To what extent are dispositions assessed?
le. In what ways are dispositions assessed?
Questions lb to le were developed and reflected as questions 1-23 on both
questionnaires for faculty and preservice teacher candidates. Answers to question lb and
Id were provided by questions 3-18 on each questionnaire. Questions 3-18 asked
respondents to state the extent to which the dispositions developed in the conceptual
framework of this investigation (see Appendix E) were being taught and assessed.
Questions 3-18 were measured on a 3-point scale. Response options indicated
dispositions taught and assessed on a scale where 1 = not at all, 2 = briefly taught or
assessed, and 3 =full topic taught or assessed..
Question Ic was answered by questions 1 and 2 of both questiormaires, questions
19, 23, and 26 of the faculty questiormaire, and question 21 of the preservice teacher
candidate questiormaire (in addition to program director’s interview questions 8 & 9).
Question 1 asked faculty and preservice teacher candidates to state whether dispositions
were taught in at least one course in their program. Question 2 asked faculty and
preservice teacher candidates to state if preservice teacher candidates were being assisted
by faculty to overcome dispositional challenges. Both questions used a 5-point Likert
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scale with response options ranging from strongly agree to strongly disagree where 1 ^
strongly agree, 2 = agree, 3 = neutral, 4 = disagree and 5 = strongly disagree.
Questions 19 and 23 enquired how faculty were introducing dispositions in their
courses on a 5-point Likert scale where 1 = strongly agree, 2 = agree, 3 = neutral, 4 =
disagree and 5 = strongly disagree. Question 19, for example, asked faculty to respond to
the statement: “I infuse elements o f disposition throughout the courses I teach.” Question
23 inquired on the level o f agreement/disagreement that faculty were teaching
dispositions mainly from personal research. Question 26 on the faculty questionnaire and
question 21 on the preservice teacher candidates’ questionnaire were open-ended and
asked respondents to write how they were assisting preservice teacher candidates with
dispositional challenges. These questions sought to assess the ways in which dispositions
were being taught.
Question le, which asked, “In what ways are dispositions assessed?” was
answered by faculty questions 24 and 25 as well as questions 19 and 20 on the preservice
teacher candidate’s questionnaire. These questions requested responses about the
methods o f assessment and assessment intervals, which were measured by checked
multiple response options. Methods of assessment included oral presentations, selfreflection papers and journals, field experiences, and others. It was observed from the
literature review that these assessment methods, used for other subjects, were also being
used for assessing dispositions in current programs (Breese & Nawrocki-Chabin, 2003;
Freeman, 2003; Lassonde et al., 2004). One method that may have been unique, however,
was Human Relations Incident Report. As mentioned in chapter 2, this is a specialized
technique developed at Eastern Kentucky University (Wasicsko et al., 2004) where
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teacher candidates would be given a scenario and asked to respond to it on four
dimensions o f dispositions: perception of self, perception of others, purpose and frame of
reference. The Human Relations Incident Report has been included as a method of
assessment, and the frequency of responses to this option was treated as an indicator of
familiarity with this approach.
Assessment intervals were noted from the literature as occurring at different times
in the semester. Such occasions included at the end of each course, before admission to
clinical practice or field experience, and during field experiences (Denner et al., 2001;
Illinois State University, 2004). These options were presented to respondents in addition
to an option denoted ‘at other times’ with an opportunity for the respondent to insert an
open response.
2. In what ways are teachers formally or informally trained to teaeh dispositions?
This question was answered by questions 20-22 on the faculty questiormaire using a
Likert-scale with response options ranging from I - strongly agree, 2 = agree, 3 =
neutral, 4 = disagree and 5 = strongly disagree. This question sought responses to faculty
attendance at seminars, sharing o f information with colleagues, and teaching dispositions
from a research base. No literature was found that supported training for teaching
dispositions.
3. What suggestions do program directors, preservice teachers, and faculty have
for improving the inclusion, teaching, and assessment of dispositions in their teacher
education program? Suggestions from faculty and preservice teacher candidates were
answered by question 28 on the faeulty questiormaire and question 22 on the preservice
teacher candidate questiormaire. Both were open-ended questions.
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4.

Are there differences between religiously affiliated and public institutional type

in the curriculum, instruction, and assessment of dispositions in preservice teacher
education programs? This question was answered by questions 1,2, 3-18,19,20-26 on
the faculty questionnaire and by questions 1, 2, 3-18, 19-21 on the preservice teacher
candidate questionnaire. University A and College B were grouped and coded as
religiously affiliated institutions whereas University C was coded as public.

Pilot-Testing Questionnaire
The first drafts of the questionnaires and interview questions were shown to all
members of my dissertation committee whereupon recommended changes suggested by
two members were made. Changes referred to scale modifications and creation of
questions specific to elements of dispositions as mentioned in the INTASC model. These
revised instruments were then distributed to 10 current researchers or faculty working
with dispositions in their respective teacher education programs and two fellow doctoral
students. These researchers, faculty, and doctoral students were asked to check for
content coverage, clarity o f questions, brevity, biases, and relevance o f questions to the
subject o f dispositions in teacher education. Eight responses were received from them
which led to further revisions o f the instruments. An important area brought to my
attention was the matter o f indispositions.
According to C. Weiner and J. Smithey (personal communication, November
2003) many teachers suffer from indispositions, therefore a question could be included to
ask how institutions were providing corrective treatments for teacher candidates who
needed to develop specific dispositions. This suggestion led to the inclusion o f question
21 on the teacher candidates’ questiormaire and question 26 on the faculty questiormaire.
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These questions inquired about faculty assistance to teacher candidates with dispositional
challenges.
After improving these instruments, they were field-tested at a local NCATEaccredited college, not in the study. The sample groups for this pilot study were: (a) the
program director, (b) six of eight faculty members who taught in the preservice teacher
education program, and (c) 25 teacher candidates in first, second, and third years of their
preservice teacher education program. All three data sources were asked to record the
length of time taken to complete the instrument.
It was intended to take less than or 20-23 minutes. Most participants recorded
completion under 20 minutes. They were also asked to indicate questions that were
difficult to understand and/or too long. In addition, they were asked to state whether or
not the instructions were clear, whether or not anything considered important was left
out, as well as to identity any questions that stood out for any reason (Johnson &
Christensen, 2004).
Results from this pilot study were recorded and modifications made to the
instruments. Modifications included the restatement of a few questions on the
questionnaires and the addition of three new ones (questions 10, II, and 12) to the
program director’s interview protocol. As a final step in the refinement process, a second
review of the instruments undertaken by my dissertation committee led to a reduction in
the length of each questionnaire (see instruments in Appendixes B to D) and the
recommendation to use document collection as a third approach in the methods
triangulation process.
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Validity and Reliability of Questionnaires
The issues of validity and reliability are very important for establishing credibility
and trustworthiness of the instruments used in any investigation. Instrument validity
refers to whether or not an instrument is measuring all o f what it is supposed to be
measuring and only in that particular domain. It also relates to freedom from biases,
clarity o f questions, unambiguity, and relevance (Alreck & Settle, 1995). Based on the
responses of the experts, as mentioned above, the test o f content validity or appropriate
content for the subject area was satisfied based on their comments regarding content
coverage, clarity o f questions, brevity, biases, and relevance of questions to the subject of
dispositions in teacher education. According to Johnson and Christensen (2004) it is
possible for scores from an instrument to be reliable but not valid; however, scores
cannot be both valid and unreliable, therefore if an instrument is valid, reliability is
implied.
Reliability refers to the consistency or stability o f a set o f test scores (Johnson &
Christensen, 2004). Test scores refer to criterion- and norm-based tests as well as other
data-gathering instruments such as questionnaires and experimental treatments. Therefore
at least one o f the methods used for ascertaining reliability of tests was considered
applicable for testing the reliability of the questionnaires for this investigation. For test
data, reliability can be established by several methods: interscorer reliability, test-retest
method, equivalent forms method, split-half method, and coefficient alpha (Johnson &
Christensen, 2004).
Interscorer reliability refers to the degree o f consistency o f scores between two or
more raters. As the term suggests, test-retest reliability refers to the consistency of test
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results obtained when the same test is repeated over time. Equivalent form reliability
refers to the consistency with which a group of individuals will score similarly on two
equivalent forms of the same test. Split-half reliability and coefficient alpha are used to
determine internal consistency—the extent to which a test is consistent on a single
dimension/construct or on multiple dimensions. Coefficient alpha is very versatile in that
it can be used to determine a reliability coefficient for tests with multiple constructs and
test items with multiple response options as well as dichotomous items (Johnson &
Christensen, 2004).
Coefficient alpha was considered usable for calculating the reliability coefficient
o f these questionnaires because it was testing multiple dimensions of the construct of
dispositions, that is, dispositions instruction and assessment. A coefficient alpha was
calculated for each of the subscales of the questionnaires for faculty and preservice
teacher candidates. The first subscale on the faculty questionnaire—Dispositions
Instruction—measured the reliability coefficient for faculty instruction of dispositions in
at least one course and faculty assistance to preservice teacher candidates for overcoming
dispositional challenges. The reliability coefficient was .95. For the preservice teacher
candidates’ questionnaire, the corresponding coefficient was .91 (see Table 3). All other
subscales as shown were likewise checked for reliability. Each subscale had a reliability
coefficient above the acceptable level of .70. For research purposes, coefficient alpha
should be greater than or equal to .70 for reliability to be presumed (Johnson &
Christensen, 2004).
Reliability for interview questions was also addressed. Each interview was video
taped. Videotaping allowed for checks and rechecks in the event of doubts in
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transcriptions and provided referencing thereafter. These transcripts were then submitted
to each interviewee for a member’s check to achieve verification and accuracy of
information (Eisner, 1998; Rudestam & Newton, 2001). An audit trail was also
established for the process from preparation stage to the report stage, ensuring accuracy,
confidentiality, and maintenance of protocol.

Table 3
Reliability Coefficients fo r Questionnaire Subscales

Subscales
Dispositions Instruction

Questionnaire type
& number
Faculty #3-18
PTC #3-18

Faculty
Questionnaire
r
.95

Preservice
Teacher
Questionnaire
r
.91

Instruction 1

Faculty #1,2
PTC #1,2

.93

.71

Dispositions Assessment

Faculty #3-18
PTC #3-18

.82

.96

Assessment Methods

Faculty #24
PTC #19

.86

.75

Assessment Interval

Faculty #25
PTC #20

.90

.76

Note: PTC = preservice teacher candidate questionnaire.
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Data Collection Procedure
According to Alreck and Settle (1995), it is essential to ensure carefiilness in the
procedure used to obtain data and ensure the trustworthiness of respondents.
Consequently, several steps were taken in the data collection process as follows:
1. Ongoing contact was made with the department chairs/program directors of the
selected institutions regarding mutually convenient dates for gathering data.
2. Special permission from the Institutional Review Board to undertake this
investigation was obtained.
3. Faculty and teacher candidate questionnaires were sent to program directors or
assigned office personnel who delivered them to faculty, who in turn fielded them to their
respective classes o f preservice teacher candidates as well as to complete their own
faculty copy of the faculty questiormaire. At University C, 1 was invited to two classes to
administer the questiormaires in person. As shown in Appendixes B and C, each
questiormaire had a cover sheet bearing the survey protocol, which each participant was
asked to read prior to completing the questiormaire. Very importantly, participants were
asked to complete questionnaires only once and also to complete them anonymously to
ensure confidentiality and objectivity.
4. Upon completion o f each questiormaire, as instructed in the questiormaire
protocol, each participant enclosed his/her responses in an envelope, which was sealed
and then placed in a larger envelope. This large envelope was then sealed with all the
completed questiormaires for each group and delivered to the program director or
assignee in each location. These completed questiormaires were collected by me or
delivered to me as arranged.
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5. To conduct interviews, a convenient time was arranged with each department
chair/program director. These interviews were videotaped with the permission of each
director. In dialogue with program directors, requests were made for syllabi, lists of
dispositions, and any other relevant documents. These documents were viewed as
additional sources of valuable data to augment the responses obtained from interviews
and questionnaires and to improve on the veracity and consistency of data results.
6. In two institutions, based on time o f semester and other related timelines, both
data gathering from faculty and preservice teacher education questionnaires carried over
into a second semester. This proved advantageous in increasing the number of
respondents in this investigation.

Data Analysis Approach
A mixed-methods approach to data analysis was used to assist with “an in depth
understanding of the phenomenon under question” (Denzin & Lincoln, 1994, p. 3) and
for corroboration of the data. Interviews were analyzed using a theme-based approach.
Each interview video was transcribed and sent to each interviewee for a member check as
a measure of ensuring validity. Upon obtaining verification, the interview transcripts
were then analyzed for emerging themes, patterns, similarities, and differences in the
responses across all three institutions. The responses to the open-ended questions on the
questionnaires were transcribed and analyzed for emerging themes, resulting in various
categories.
The closed-ended questions on both faculty and preservice teacher candidates’
questionnaires were analyzed by creating a spreadsheet of the data distribution and using
SPSS software to compute descriptive statistics. Contingency table analysis was also used
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for comparing variables that were nominal or ordinal and for cross-case analyses. Chisquare analyses were used to determine the statistical significance of the difference
between the means of faculty and preservice teacher candidates on selected questions.
Documents collected were examined for evidence of dispositions inclusion in the
curriculum, and frequency distribution tables were developed.
Feedback from the preservice teacher candidates’ perspective was anticipated as
a very valuable dimension of this investigation given that very little information was
found in the literature review from the perspective of preservice teacher candidates.
Cross-case analyses on the various components o f curriculum, assessment, and
instruction from the perspectives of program directors, faculty, and teacher candidates
were undertaken (see Table 4 for data analysis methods).
Quantitative and qualitative data responses for program directors, faculty, and
teacher candidates were analyzed to answer each research question for each institution.
Comparisons were made across groups in institutions and also across institutions.
Demographic data for faculty and preservice teacher candidates were presented in
respective contingency tables.

Summary
This chapter was developed to provide information on the research design of this
investigation. Consequently, several crucial subtopics have been discussed including the
selection of research paradigm(s), population and sample selection, instrumentation, data
collection procedure, and data analysis techniques. This investigation incorporated a
mixed-methods approach for collecting, analyzing, and reporting data.
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Table 4
Data Analysis Matrix
Research Questions
la. In what ways are
dispositions included in the
formal curriculum of the
selected institutions?

Instrument Type &
Questions
Program director’s
Interview#!, 2, 3, 4, 5, 10,
11

Method of Analysis
Constant-comparative
method

Documentary evidence
lb. To what extent are
selected dispositions
taught?

Faculty questionnaire #3-18

Ic. In what ways are
dispositions taught?

Program director’s
interview questions #8 & 9

Id. To what extent are
dispositions assessed?

Contingency-table analysis
Chi-square analysis

Teacher candidate
questionnaire #3-18

Faculty questionnaire #1,2,
19, 23,26

Constant-comparative
method (faculty
questiormaire #26 & and
teacher candidate
questiormaire #21)

Teacher candidate
questionnaire #1, 2,21

Contingency table analysis
Chi-square analysis

Faculty questiormaire #3-18

Contingency table analysis
Chi-square analysis

Teacher candidate
questiormaire #3-18
le. In what ways are
dispositions assessed?

2. In what ways are teachers
formally or informally
trained to teach
dispositions?

Program director’s
interview question # 7

Constant-comparative
method

Faculty questions #24 & 25

Chi-square analysis

Teacher candidate questions
#19& 20
Program director’s
interview question #6

Chi-square analysis
Constant-comparative
method

Faculty questionnaire #2022

Chi-square analysis
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Table 4— Continued.
Research Questions
3. What suggestions do
program directors,
preservice teachers and
faculty have for improving
the inclusion, teaching and
assessment of dispositions
in their program?
4. Are there differences
between religiously
affiliated and public
institutional types in the
eurriculum, instruction and
assessment of dispositions
in preservice teacher
education programs?

Instrument Type &
Questions
Program director’s
interview questions #12,13,
14& 15

Method of Analysis
Constant-comparative
method

Faculty questionnaire #28
Teacher candidate
questionnaire #22
Program director’s
Interview #1, 2, 3,4, 5, 10,
11
Faculty questiormaire #1,2,
3-18,19, 20-26

Constant-comparative
method
Contingency table analysis
& chi-square analysis

Preservice teacher candidate
questiormaire #1, 2, 3-18,
19-21

The population comprised all preservice teacher candidates and faculty as well as
program directors in current teacher education programs. The sample was composed of
program directors of three programs, faculty, and preservice teacher candidates who self
selected to participate. Instruments used for data collection were interviews, collection of
artifacts, and questionnaires. Data were collected after obtaining IRB approval and site
appointments. Data analysis techniques were selected that would best provide answers.
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CHAPTER 4

DATA ANALYSIS

Several research questions were developed for this investigation and pursued in
the data collection process regarding (a) the inclusion of dispositions in the curriculum,
(b) how dispositions were taught, (c) how dispositions were assessed in each preservice
teacher education programs, and (d) differences between religiously affiliated and public
institutions in their presentation o f dispositions. This chapter presents the results of this
data collected at each of the three institutions investigated—University A, College B, and
University C.
Three methods o f data collection were used: interviews, questionnaires, and
collection o f documents. Program directors were interviewed and separate questionnaires
were completed by faculty and preservice teacher candidates in addition to the collection
o f documents such as syllabi and dispositions lists. Interviews and questionnaires were
used to obtain responses from each study participant, while course syllabi and
dispositions lists were examined for evidence o f dispositions in the curriculum.

Site Description
University A is a private Christian co-educational institution in Michigan. It has
five schools, namely, the College o f Arts and Sciences, the College o f Technology, the
School o f Business, the School o f Education, the Theological Seminary, and the Division

80

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

81
of Architecture. The School of Education offers doctoral, master’s, and bachelor’s
preservice teacher education programs as well as several other edueational programs. In
2005, it was reaccredited with NCATE. In 2005, data were collected on the bachelor’s
preservice teacher education program at three levels: (a) the Department Chair was
interviewed, (b) 5 o f 7 preservice teacher education faculty participated in a faculty
questionnaire, and (c) 97 o f 150 bachelor’s preservice teacher candidates completed a
teacher candidates’ questiormaire. Syllabi and a dispositions list were also collected and
analyzed.
College B is a private Christian 4-year professional college in Indiana. This
institution offers bachelor’s degrees in pre-professional programs, teacher education, and
certificate programs, as well as two master’s-level programs in education. In the teacher
education program. College B offers elementary and secondary education. At the
elementary level, it offers regular elementary programs (K-6), elementary/special
education (K-6), music, physical education, visual arts or English as a new language. At
the secondary level it offers several majors. College B obtained reaccreditation status
with NCATE in 2005. At the time of collecting data in 2005, College B had 37 students
and 5 faculty members in its preservice teacher education program. At this institution, the
same three levels o f data sources as at University A were considered for data collection.
The Department Chair/preservice teacher education program director was interviewed, 4
of 5 faculty members responded to the faculty questiormaire, and all 37 bachelor’s
preservice teacher candidates responded to the teacher candidate questionnaire. Syllabi
and an NCATE document showing the dispositions list in use were collected.
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University C is a large urban public university in Indiana offering over 100 degree
programs. It offers programs at the certificate, associates, bachelor’s, and master’s levels.
It has six schools, namely. School o f the Arts, School of Business and Economics, School
of Education, School of Public and Environmental Affairs, School of Radiography, and
School of Social Work. There is also a division o f Nursing and Health Professions.
University C obtained reaccreditation status with NCATE in 2006. As of 2005, in its
preservice teacher education program, it had approximately 700 students and 25 faculty
members. At this University, the associate dean/program director of the preservice
teacher education program was interviewed, 15 o f 25 faculty participated in the faculty
questionnaire, and 299 o f 700 preservice teacher candidates responded to the teacher
candidates’ questionnaire.

Response Rate From Data Collection
Questionnaires were distributed to each institution based on the number of
possible respondents among faculty and students. As part of their instructions
respondents were asked to complete a questionnaire only once. At University A, 7 faculty
questionnaires were distributed and 150 for preservice teacher candidates. Among
faculty, 5 questionnaires were returned as complete and usable, which represented a
response rate of 71.4%. Among preservice teacher candidates, 99 questionnaires were
returned and represented a 66% response rate. One questionnaire had to be discarded for
being incomplete and another was completed by a student from a different program, thus
97 questionnaires were complete and usable.
Five (5) faculty questionnaires and 37 preservice teacher candidate questionnaires
were distributed to College B. Four faculty questionnaires were returned as complete and
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usable and 37 from preservice teacher candidates. This rate of return represented a
response rate of 80% among faculty, and 100% among teacher candidates. There were no
unusable copies.
At University C, 25 faculty questionnaires and 700 teacher candidate
questionnaires were distributed. Fifteen faculty copies were returned as complete and
usable while 299 preservice teacher candidate copies were returned. Among faculty, the
response rate was 60% and among preservice teacher candidates it was 42.7%. This
response rate of 42.7%, although smaller than the percentage response rate of the other
institutions, is within the norm for the population size of 700; in fact, it exceeds the
recommended sample size of 248 (Johnson & Christensen, 2004). Two teacher candidate
questionnaires were discarded for being incomplete, therefore unusable. Tables 5 and 6
show response rates.

Sample Description
Faculty Characteristics
At least 80% of faculty members participating in this investigation at each
institution in the preserviee teacher education program worked on a full-time basis. Only
20% at University A were part-time employed, none at College B, and 7% at University
C. In terms of professional status, at University A, 20% o f faculty were instructors
compared to none at College B and 53.3% at University C. O f the 5 faculty members
surveyed at University A, none were assistant professors. This compared to 25% at
College B and 20% at University C. The largest percentage response for professional
status among the institutions was that of associate professor. At University A, 40% o f
faeulty were associate professors, 50% at College B, and 26.7% at University C.
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Table 5
Faculty Questionnaire Response Rate in Each Institution (in Percentages)
Institution

Questiormaires
Distributed

Questiormaires
Returned

Response
Rate

University A

7

5

71.4

College B

5

4

80.0

University C

25

15

60.0

Total

37

24

64.9

Table 6
Preservice Teacher Candidate Questionnaire Response Rate in Each
Institution (in Percentages)
Institution

Questiormaires
Distributed

Questiormaires
Returned

Response
Rate

150

99

66.0

37

37

100.0

University C

700

299

42.7

Total

887

435

49.0

University A
College B
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University A had the largest percentage of full professors at 40% followed by College B
with 25% and none at University C.
In all three institutions, the largest percentage response for years of teaching was
in the category of 17+ years, that is, 40%, 75%, and 66.7% respectively for University A,
College B, and University C. For University A, the remaining 60% was spread over each
range from 1-16 years at 20% in each category. College B had 25% of professors with
11-16 years. At University C, there were no professors reportedly in the 1-5 years
category and only 33.3% within the categories of 6-16 years (see Table 7).

Teacher Candidate Characteristics
Among teacher candidates, 72% of respondents were females and 19.7% males,
with 8% as unstated. Forty-four percent (44.1%) of these students were seniors, 22%
juniors, 15.3% sophomores, 11.6% freshmen, 3.5% preservice graduate students, and
3.5% as unstated. Of these 431 teacher candidates, 68.4% were elementary education
majors, 18.1% secondary, 0.2% (one student) special education, 0.9% (four students)
higher education, and 2% as unstated. In the ‘other’ category there were 10.2% of
preservice teacher candidates pursing studies in areas such as early childhood education
and general education (see Table 8).

Responses to Research Questions
Research Question 1
In what ways and to what extent were dispositions included, taught, and assessed
in preservice teacher education programs? This question had several sub-questions which
will be dealt with individually as shown.
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Table 7
Faculty Characteristics (in Percentages)
Variables

University A
(V=5)

College B
(V=4)

University C
(V=15)

Faculty Status
Full-time

4 (80.0)

4(100.0)

Part-time

1 (20.0)

0

(0.0)

14 (93.3)
1 (6.7)

Professional Status
Instructors

1 (20.0)

0

(0.0)

8 (53.3)

Assistant
Professors
Associate
Professors
Full
Professors

0 (0.0)

1 (25.0)

3 (20.0)

2 (40.0)

2 (50.0)

4 (26.7)

2 (40.0)

1 (25.0)

0 (0.0)

Teaching Experience
1-5 yrs.

1 (20.0)

0

(0.0)

0

(0.0)

6-10 yrs.

1 (20.0)

0

(0.0)

3 (20.0)

11-16 yrs.

1 (20.0)

1 (25.0)

2(13.3)

17+ yrs.

2 (40.0)

3 (75.0)

10(66.7)
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Table 8
Teacher Candidate Characteristics (in Percentages)
University A

College B

University C

Total

(V=97)

(V=37)

(V=297)

(#=431)

Variables
n

(%)

M

(%)

M

(%)

n

(%)

G ender
(6.2)

1 (Z7)

29

(9.8)

36

(83)

Male

27 (27.8)

13 (35.1)

45

(15.2)

85

(19.7)

Female

64 (66.0)

23 (62.2)

223 (75.1)

310

(72.0)

Unstated

6

Year in Program
Unstated

3

(3T)

0

(0.0)

12

(4.0)

15

(3.5)

Freshman

17 (17.5)

1 (2.7)

32

(10.7)

50

(11.6)

Sophomore

25 (25.8)

0

(0.0)

41

(13.8)

66

(15.3)

Junior

24 (24.7)

12 (32.4)

59

(19.9)

95

(22.0)

Senior

19 (19.6)

23 (62.2)

148 (49.8)

190

(44.1)

15

(3.5)

9

(2T)

Preservice

9

(9 3 )

1 (Z7)

5

(L7)

graduate students
M ajor
Unstated

6

(6.2)

1

(2.7)

Elementary

49 (50.5)

15 (40.5))

Secondary

33 (34.0)

21 (56.7)

Special
education
Higher
education
Other

2

(0.7)

231

(77.8)

295 (68.4)

24

(8.0)

78 (18.1)

1 (1.0)

0

(0.0)

0

(0.0)

1

(03)

4

(4ri)

0

(0.0)

0

(0.0)

4

(0.9)

4

(4.1)

0

(0.0)

40

(13.5)

44 (10.2)
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Research question la asked. In what ways are dispositions included in the formal
curriculum of the selected institutions? Responses for this question were gleaned from
examination of available syllabi and interviews with department chairs/directors of the
preservice teacher education programs.
From reviewing syllabi and interview transcripts of each program, certain
commonalities were found across all three preservice teacher education programs at each
institution. It was revealed that (a) dispositions were presented in one or two separate
courses, (b) dispositions were infused into some existing courses, and (c) some
dispositions were listed in some course objectives of syllabi.

Evidence from syllabi
Using the dispositions list developed in the conceptual framework of this
investigation (see Appendix E) as the basis for comparison with the dispositional
objectives listed in the syllabi of each program, each syllabus was analyzed. A sample of
dispositions appearing in various syllabi is presented in Table 9. Each syllabus was given
a code name. An alphanumeric code referenced the number and institution for each
syllabus to ensure easy identification and retrieval. For example, syllabi from University
A were numbered as lA, 2A, and onwards to 10A. Likewise for College B, syllabi were
numbered as IB, 2B, and so on (see Appendix F).
Syllabi were requested from each program. Upon receipt, these syllabi were
checked to ensure they pertained to the preservice teacher education program in
particular. O f 36 syllabi received from University A, 10 pertained to the program under
investigation. The remaining 26 related to graduate-level programs. Seventeen syllabi
were received from College B; 13 o f these were specifically related to the preservice
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Table 9
Sample Dispositions Statements From Syllabi
Dispositions

Commitment to a conducive classroom
environment
Respect for human diversity

The belief that all children can learn at
high levels

Positive perception of self and personal
meanings

Reflective thinking and practice of
teaching
Positive perception of others
Discovery of one’s purpose for teaching
Adjustments for individual differences

Sensitivity to fair treatment of
all students

Appreciation for school and community
involvement

Sample Statements from Syllabi

Preservice teachers use knowledge and
understanding of motivation to encourage a
conducive learning environment.
Preservice teachers understand how students
differ in their development and approaches to
learning and adapt instruction for diverse
learners.
Preservice teachers understand the
interdisciplinary nature of curriculum and plan
their instruction to foster well-rounded student
learning.
Preservice teachers develop a sense of self as an
educational facilitator and leader who continually
reflects on her/his teaching in reference to her/his
guiding principles.
Preservice teachers reflect on and evaluate
teaching in light of current best research and
practice.
The preservice teacher demonstrates positive
attitudes toward diverse culture and learners.
Preservice teachers sense a strong call to serve
and to nurture students with patience and humor.
The preservice teacher identifies some of the
diverse types of students found in classrooms and
modifies instructions based on individual
difference.
The preservice teacher will build a learning
community based on the diversity of students’
backgrounds and the ways in which they learn by
starting from each individual’s strengths and
cultural resources; sharing responsibility for
teaching and learning with all students; and
advocating for alienated and powerless students.
Preservice teachers recognize the importance of
the students’ families, cultures, and communities
and foster relationships.

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

90

Table 9 — Continued.
Commitment to ethical and professional
development
Sensitivity to adapt teaching approaches
to meet student needs and responses

Sensitivity to the appropriate use of a
variety of classroom management
approaches

Positive motivation of learners

Value for the importance of effective
communication
Value for people above self

Preservice teachers seek opportimities for further
growth and maintain positive collaborative
relationships.
Preservice teachers understand the
teaching/learning research base and employ a
variety of instructional strategies, which advance
the learner into high levels of thinking.
Preservice teachers maintain order through
various classroom management approaches that
observe student behavior in a variety of
situations and foster the development of
confidence and competence.
Preservice teachers use knowledge and
understanding of individual and group
motivation to foster active engagement in
learning.
The peservice teacher communicates effectively
in a variety of sign systems, e.g., verbal,
nonverbal, written, mathematical and electronic.
The preservice teacher will build a learning
community based on the diversity of students’
backgrounds and the ways in which they leam by
starting from each individual’s strengths and
cultural resources; sharing responsibility for
teaching and learning with all students; and
advocating for alienated and powerless students.

teacher education program and therefore used. Twenty one syllabi were received from
University C; 16 were of courses taught in the preservice teacher education program and
therefore analyzed.
The 10 syllabi from University A were examined for inclusion o f dispositions. Of
these 10 syllabi, 7 syllabi listed one to nine dispositions, while 3 syllabi numbered 2A,
8A, and 9A had no dispositions listed. Two dispositions, commitment to ethical and
professional development and sensitivity to adapt teaching approaches to meet student
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needs and responses appeared on 5 of these 7 syllabi which was the highest frequency of
any dispositions shown. Four of these 7 syllabi showed one to three dispositions on each
of them (see Table 10 and Appendix G).
Several other variations in the objectives of these 10 syllabi were observed. In
Syllabus lA , dispositions were not clearly identified and at best only 3 of 16 dispositions
could be inferred relating to human diversity, sensitivity to adapting teaching strategies,
and sensitivity to the appropriate use of classroom management approaches from
objectives 3 ,6 , and 7.
Despite this, however, a reference to the mission of the teacher preparation
program based on the overall mission of the School of Education was included. It stated
the mission o f the teacher preparation program was geared to “prepare competent,
compassionate, confident Christian teachers for service” (p. 2).
Syllabus 1A also mentioned principles of Scripture as a guide for promoting
respect for human dignity, and personal and professional relationships. Syllabus 2A
showed no evidence of dispositions but, like 1A, it referenced the mission of the teacher
preparation program. In addition, it referenced the principles of Scripture as a guide for
promoting respect for human dignity, and personal and professional relationships.
In syllabi 3A no dispositions were clearly shown. However, 4 o f 16 dispositions
relating to human diversity, school and community involvement, ethical and professional
development, as well as sensitivity to adapt teaching approaches could be inferred from
the stated objectives numbered 4, 5,6, and 9. On syllabi 4A, no dispositions were clearly
shown but inferences could be made to 5 of 16 dispositions from the broad descriptions
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Table 10
Evidence o f Dispositions in Syllabi at Each Institution
Institution A Institution B Institution C
(V=13)
(V=16)
(V=10)

Total
(V=39)

Dispositions
Commitment to a conducive
classroom environment
Respect for human diversity

» (%)
2 (20)

» (%)
13(100)

M (%)
10 (63.0)

» (%)
25 (64.1)

3 (30)

13(100)

15 (94.0)

31 (79.4)

The belief that all children can
leam at high levels
Positive perception of self and
personal meanings
Reflective thinking and practice
o f teaching

0

(0)

3 (19.0)

3 (72)

0

(0)

13(100)

0

(0.0)

13 (33.3)

1 (10)

13(100)

7 (44.0)

21 (53.8)

Positive perception of others

1 (10)

13(100)

2 (12.5)

16(41.0)

Discovery o f one’s purpose for
teaching
Adjustments for individual
differences
Sensitivity to fair treatment of all
students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student needs
and responses
Sensitivity to the appropriate use
o f a variety of classroom
management approaches
Positive motivation of learners

0

(0)

13 (100)

1

(62)

14 (35.9)

1 (10)

13 (100)

9 (56.0)

23 (58.9)

0

(0)

13 (100)

0

(0.0)

13 (33.3)

1 (10)

13 (100)

9 (56.0)

23 (58.9)

5 OW)

13 (100)

16(100.0)

34 (87.2)

5 (50)

13 (100)

9 (56.0)

27 (69.2)

1 (10)

13 (100)

8

(50.0)

22 (56.4)

1 (10)

13(100)

7

(44.0)

21 (53.8)

1 (10)

13 (100)

9

(56.0)

23 (58.9)

0 (0.0)

0

(0.0)

0 (0.0)

Value for the importance of
effective communication
Value for people above self

0

(0)

0

(0)
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of Stated objectives. These dispositions related to human diversity, a commitment to a
conducive classroom environment, sensitivity to adapt teaching strategies, positive
perception of others, and value for the importance of effective communication.
Syllabi 3A and 4A included the concept of philosophy and integration of faith and
learning as well as the School of Education’s conceptual framework/knowledge bases.
This conceptual framework had six major dimensions:
1. worldview
2. human growth and change
3. groups, leadership, and change
4. communication and technology
5. research and evaluation
6. personal and professional growth.
Syllabi 3A and 4A also included a statement on a commitment to social justice.
Syllabus 5A had an inference to 1 of the 16 dispositions which related to professional and
ethical conduct. Both syllabi 5A and 6A were similar in referencing the School of
Education’s philosophy o f the integration o f faith and learning as well as the School of
Education’s conceptual framework. Syllabi 5A and 6A added that “these
six areas contain the knowledge, skills, attitudes and dispositions we consider vital to the
development of caring, committed, competent teachers” (p. 6 in Syllabus 5A & p. 3 in
syllabus 6A). Syllabus 6A added.
Because [University A ’s] students are encouraged to develop their spiritual,
mental, physical and social life as part of a balanced Christian lifestyle, students
in this class will have activities in all of these areas. Teachers in training will leam
to teach ethics and values using techniques suggested in Teaching Values by
Roland and Doris Larson, (p. 3)
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Like most of the other syllabi, syllabus 7A also referenced the philosophy and
integration of faith and learning concept as well as the School of Education conceptual
framework. In addition, it had objectives specific to science and health as well as to the
learning cycle, which included Suchman’s inquiry training approach and dimensions of
learning among others. No objectives were stated on syllabus 8A. It bore an overview of
the course, a course content outline, and bibliography. Syllabus 9A included the
philosophy and integration of faith and learning concept as well as the School of
Education’s conceptual framework. In addition, it included content-related objectives
such as planning, microteaching, and use of internet technology but no clear expressions
of dispositions.
Syllabus lOA stated several objectives related to dispositional development;
however, very few were explicitly written. The most explicitly written dispositions were
expressed in a statement on the course strategies. This course emphasized strategies that
would help teachers in training to “liberate students from indolence, disrespect,
indifference, prejudice, dependence and selfishness” (p. 1). In addition, it stated that
several activities throughout the course would seek to fulfill outcomes from the
conceptual framework of the School of Education.
At College B, 13 syllabi were analyzed to determine the inclusion of dispositions
in the curriculum (see Table 10 and Appendix G). Checking each syllabus for
dispositions and comparing them with the dispositions list of this investigation (see
Appendix E) it was observed that 14 of 16 dispositions were represented on all 13 syllabi.
The only dispositions unrepresented were the belief that all children can learn at high
levels and value fo r people above things. Although not listed among the course objectives
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or guiding principles on each syllabus, an examination o f the dispositional analysis rubric
for the preservice teacher education program showed the disposition the belief that all
children can learn at high levels as the first one on the list to be analyzed by faculty and
preservice teacher candidates. It stated, “All students can leam” (dispositional mbric, p.
14).
The disposition value fo r people above things, although not stated explicitly,
could possibly be inferred from guiding principles number 3 which advocated the
building of a learning community, respecting diversity, recognizing the strengths and
cultural capital of learners, as well as supporting alienated and powerless students. Since
this inference could be argued, it was omitted as explicitly relating to the disposition
value for people above things.
It was also observed that every syllabus in the preservice teacher education
program at college B included the Guiding Principles o f the teacher education conceptual
framework. These guiding principles were based on four core values o f the institution:
the teacher as passionate leader, global citizen, servant leader, and compassionate
peacemaker. The guiding principles were also closely aligned to INTASC Standards and
the Indiana Professional Standards Board standards with the addition o f one unique
principle which was “to graduate students who sense a strong call to serve and to nurture
students with patience and humor” (syllabus IB, pp. 4-5). This call to serve and the
development of a sense o f self as an educational reflective leader was presented as a
Christ-centered core value (syllabus IB, p. 6).
An analysis of 16 syllabi at University C revealed a commonality o f three
institutional dispositions on all copies o f the syllabi. The institution has a dispositional
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commitment to professionalism, diversity, and technology integration. In addition, the
teacher education program (both preservice and graduate) used the INTASC standards as
the guiding dispositions standard for its program. While the institutional dispositions
were written on all 16 syllabi, there were variations in the number and type of
dispositions written on some syllabi as well as their presence or absence on other syllabi.
Three dispositions which appeared most frequently on the syllabi were (a)
commitment to ethical and professional development, which was written on all 16 syllabi,
that is, 100% of them, (b) respect for human diversity, which was written on 15 of these
syllabi, that is 94%, and (c) commitment to a conducive classroom environment, which
was written on 10 of these syllabi or 63% of them. Three dispositions were not written on
any of the 16 syllabi. These were (a) positive perception o f self and personal meanings,
(b) sensitivity to fair treatment o f all students, and (c) value fo r people above things. Of
the remaining 10 dispositions, 4 appeared on 56% of the syllabi, while the remaining 6
appeared on 50% or less of the 16 syllabi (see Table 10 & Appendix G).
Syllabi 1C and 3C showed three distinct categories of objectives and goals for the
course. One category was labeled as performance goals, the second was labeled reflection
goals, and the third was labeled as dispositions goals. A disposition mentioned on
syllabus 3C and not observed on the other 15 was that the teacher would exhibit
enthusiasm for the subject matter. Syllabus 3C was also unique in the expression of the
value for ongoing assessment. For syllabi 5C and 6C, goals and objectives were stated in
terms of performance; however, dispositions were integrated into these goals based on
the INTASC Standards. On syllabus 5C, one disposition was very clear. It stated the
need for teachers to share feelings, values, and attitudes appropriately as well as to handle
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stress in self and others appropriately. Syllabus 7C concentrated on a selected number of
dispositions related to child development, the learning environment, assessment,
professionalism, diversity, and curriculum and instruction.
For syllabus IOC, only the three major dispositions of the institution were
mentioned, which are commitment to professionalism, diversity, and technology
integration. No list of dispositions was included. Syllabus 11C showed only performance
objectives stated to convey action; some of these actions could be inferred as including a
dispositional component. On syllabus 13C, performance standards were provided with no
accompanying dispositions. On syllabus 16C course objectives were aligned to teacher
standards for the program, but not written in textual form, rather, they were identified in
numeric form. Since each category of the teacher standards had several numbered and
itemized elements it was not possible to accurately pinpoint whether the numeric
designations were referring to the subcategories of performance tasks or dispositions.
Comparing the representation of dispositions in the syllabi of each preservice
teacher education program. Table 10 shows that University A had the lowest overall
number of dispositions representation in its syllabi. Only 2 dispositions appeared on 5
syllabi. All other dispositions either did not appear on any syllabi or appeared on fewer
than 5 syllabi. College B had the highest representation of dispositions on its syllabi: 14
of 16 dispositions appeared on all 13 syllabi. University C had a varied presentation of
dispositions. Three dispositions did not appear on any syllabus but the remaining 13
appeared on a varying number of syllabi. Of a total of 39 syllabi reviewed across
institutions, the disposition that appeared most frequently was commitment to ethical and
professional development (87.2%) occurring in 34 syllabi. The second most frequently
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appearing disposition was respect fo r human diversity (79.4%) on 31 syllabi followed by
sensitivity to adapt teaching approaches to meet student needs and responses (69.2%)
appearing on 27 syllabi.

Evidence from interview sources
The second data source for determining in what ways dispositions were included
in the formal curriculum of each preservice teacher education program was via interview
responses from department chairs and/or program directors. University A formally
introduced dispositions into its preservice teacher education program in 2004-2005.
It included dispositions in several ways;
1. By means o f a checklist and expanded rubric
2. Through presentations in departmental assemblies for all faculty and students
3. Through orientation sessions in Summer Institutes for undergraduates and
graduates
4. Through a freshman class in the teacher preparation program
5. Through first days programs (preparation for the start of student teaching)
6. Through student teaching seminars.
College B initiated its formal introduction of dispositions into its preservice
teacher education program in August 2002 with the formation of a dispositions
development stakeholder group. Arising from the work of this group, College B included
dispositions in its formal curriculum in several ways: (a) dispositions were infused in all
courses during all years of the education program, (b) a dispositions list and rubric,
developed on NCATE and INTASC standards were used as a checklist and also as an
assessment measure, and (c) the use of scenarios were read and evaluated by faculty at
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checkpoints throughout the program. On the question of infusion or separate courses for
dispositions in the program, the program director at College B stated:
They are infused. If you look at the dispositional alignments to the
educational courses, you’ll see that they are across the board... .We try to infuse
them into the courses. They are initially targeted in that first class... .They are
very clear, they are laid out, they are told what they are, they are told how they are
assessed and all o f that at the beginning and the rest of the time.
University C included dispositions into its preservice teacher education program
from the mid-90s, however it was not labeled as such imtil after NCATE mandated its
name and inclusion into the teacher preparation program. In response to the question, “In
what year were dispositions for teachers included into the curriculum of the preservice
teacher education program of this institution?” the program director stated, “Actually, it
was not initially called dispositions but there was a course that incorporated concepts of
attitudes and belief measures in the mid-90’s around 1994.”
Derived from the NCATE mandate and research and faculty input, the school of
education developed a list of dispositions considered important for its preservice teacher
education candidates that are closely aligned to INTASC standards. According to the
program director at University C, dispositions were formally included into the curriculum
through (a) two courses with particular emphasis on dispositions every semester, every
year, and (b) infusion into other courses by instructors.
These results revealed some measure of differentiation in the ways that
dispositions were included in each preservice teacher education program. Common
among them, however, was the presentation of dispositions in at least one class in the
preservice teacher education program. College B used the holistic approach of infusing
dispositions into all its classes. Another commonality was the development and inclusion
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of a dispositions rubric or checklist, which was distributed to preservice teacher
candidates from their first year of the program and to which they were held accountable
throughout the program.
The dispositions list and rubric for University A contained seven categories of
dispositions that were aligned to the conceptual framework of the Teaching Learning
Department as well as to the INTASC standards. The seven categories of dispositions
were:
1. The educator as a communicator
2. The educator as a leader
3. The educator as a lifelong learner
4. The educator as a manager
5. The educator as a moral example
6. The educator as a professional
7. The educator as a relationship builder.
Each category had several itemized dispositions as subcategories. This dispositions list
was also used as an assessment instrument for dispositions.
Preservice teacher candidates were provided with an expanded form of this
dispositions list and a rubric which detailed the meaning and measurement of each
disposition. Four levels o f assessment were included and preservice teacher candidates
used these as a guide for self-assessment. Referring to teacher candidates’ dispositions
assessment, these levels o f assessment were labeled (a) meet target, (b) acceptable, (c)
unacceptable, and (d) not applicable. This rubric was used at different gateway points in
the program.
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College B had eight guiding principles for dispositions inclusion in their
preservice teacher education program. A summary of these guiding principles reveals that
teacher candidates would:
1. Comprehend the content disciplines to be taught and draw relationships
2. Communicate effectively—verbal, nonverbal and media techniques
3. Build a learning community to incorporate diversity and ways of learning
4. Flexibly employ a wide variety o f teaching and evaluation strategies
5. Employ effective classroom management including peacemaking
6. Sense a strong call to serve and nurture students
7. Develop a sense of self—educational facilitator, leader, reflector
8. Establish working relationships with colleagues and community.
Similar to University A, these guiding principles were expanded in the form of a rubric
and used as an assessment measure for preservice teacher candidates at different
gates/points in the program.
University C also had a list of dispositions arising from its Teacher Standards.
These Teacher Standards were a mirror of INTASC Standards and, like the INTASC
standards, they carried cognitive and dispositional objectives. A summary of these
standards that all preservice teacher candidates were expected to know were:
1. Appreciate multiple perspectives and convey to learners the development of
knowledge
2. Be sensitive to child and student development— interpersonal, cultural, and
societal, and how to foster learning thereby
3. Appreciate and value diversity, show respect for student difference
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4. Connect curriculum to students’ experiences and abilities and value students’
thinking, problem solving, and performance
5. Establish and maintain a positive and caring classroom environment
6. Be thoughtful and responsive to listeners, use technology to enrich students’
experiences
7. Value long- and short-term planning that are adjustable, révisable, and flexible
8. Value multiple assessment strategies to facilitate intellectual, social, and
physical development of the learner
9. Value professionalism, critical thinking, ethics, and reflection
10. Value collaboration with students, colleagues, community.
Like the other preservice teacher education programs, at University C, these standards
were expanded into a rubric and used for the assessment of preservice teacher candidates
at different points/gates in the program.
Research Question lb asked, To what extent are selected dispositions taught?
Respondents could choose from three response options: dispositions not taught at all,
dispositions briefly taught, and dispositions taught as a full topic. The response categories
of dispositions briefly taught or fully taught were recoded into one category and reflected
an overall percentage response. The selected dispositions referenced the list developed in
the conceptual framework for this investigation (see Appendix E). Table 11 shows
responses to this question for faculty. Table 12 shows responses for preservice teacher
candidates.
Among a total of 24 participating faculty in the 3 institutions, all dispositions
were taught by at least 66.7% of them. Nine of these 16 dispositions were taught by at
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least 80% o f faculty. The 2 dispositions with the highest agreement of being taught
briefly or fully were (a) positive perception o f others (92%) and (b) value fo r people
above things (91.7%). The disposition that had the least agreement o f being taught was
sensitivity to adapt teaching approaches to meet student needs and responses at 66.7%
(see Table 11).
Among preservice teacher candidates, all 16 dispositions were agreed as taught by
at least 80% of them. Preservice teacher candidates agreed sensitivity to fair treatment o f
all students was the disposition most frequently taught with 99% agreement followed by
respect fo r human diversity with 95.1% agreement. Value fo r people above things with
83.5% agreement attracted the lowest response rate (see Table 12).
The disposition value for people above things, which ranked as the second highest
disposition taught by faculty, was observed to be the lowest ranked disposition taught, as
perceived by preservice teacher candidates. The differences in the selections of each
group may speak of differential perceptions and reflect the deviations that can occur
between the teaching and learning experience (Coombs et al., 1976).
Examining the results of each institution in turn, it was observed all 5 of 7 pre
service teacher education faculty at University A participating in the questionnaire stated
they taught these dispositions either briefly or as a full topic. Two of 16 dispositions were
taught by 100% o f faculty. These were sensitivity to fair treatment o f all students and
value fo r people above things. Another 8 dispositions were taught by 80% of faculty and
the remaining 6 dispositions by 60% faculty (see Table 13). Among preservice teacher
candidates at University A, 14 of 16 dispositions were agreed as having been taught by
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Table 11
Faculty Agreement to Dispositions Taught in Each Preservice Teacher Education
Program
Institution A
N=5
Dispositions
briefly/fully
taught

Institution B
N=A
Dispositions
briefly/fully
taught

Institution C
N=\5
Dispositions
briefly/fully
taught

Total
N=24
Dispositions
briefly/fully
taught

n (%)
4 (80)

n (%)
4(100)

n (%)
12 (80.0)

n (%)
20 (83.3)

4 (80)
4 (80)

4(100)
4(100)

13 (86.7)
11 (73.4)

21 (87.5)
19(79.7)

3 (60)

4(100)

11 (73.4)

18(75.0)

4 (80)

4 (100)

14 (93.4)

18(75.0)

4 (80)

4(100)

14(93.4)

22 (92.0)

3 #W)

4(100)

13 (86.7)

20 (83.3)

4 (80)

4(100)

9 (60.0)

17(70.8)

5(100)

4(100)

9 (60.0)

18(75.0)

4 (80)

4 (100)

12 (80.0)

20 (83.3)

3 (60)

4(100)

13 (86.6)

20 (83.3)

3 0)0)

4(100)

9 (60.0)

16(66.7)

3 (60)

4(100)

13 (86.7)

19(79.3)

3 (100)

4(100)

13 (86.7)

20 (83.3)

4 (80)

4(100)

13 (86.7)

21 (87.5)

5 (100)

4(100)

13 (86.7)

22 (91.7)

Dispositions
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children can
leam at high levels
Positive perception of self and
personal meanings
Reflective thinking and
practice o f teaching
Positive perception of others
Discovery of one’s purpose
for teaching
Adjustment for individual
differences
Sensitivity to fair treatment of
all students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student
needs and responses
Sensitivity to the appropriate
use of a variety of classroom
management approaches
Positive motivation of
learners
Value for the importance of
effective communication
Value for people above things
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Table 12
Preservice Teacher Candidates’Agreement to Dispositions Taught in Each Preservice
Teacher Education Program
Institution A Institution B

Institution C

Total

Dispositions
briefly/fully
taught

Dispositions
briefly/fully
taught

Dispositions
briefly/fully
taught

Dispositions
briefly/fully
taught

n
(%)
36/36(100.0)

"
(%)
274/294 (93.2)

n
(%)
398/425 (93.6)

37/37(100.0)
37/37(100.0)

279/295 (94.6)
268/296 (90.5)

406/427 (95.1)
395/428 (92.3)

34/36 (94.4)

260/295 (88.1)

384/425 (90.3)

37/37(100.0)

275/294 (93.5)

400/426 (93.8)

37/37(100.0)
36/37 (97.3)

269/295 (91.2)
251/295 (85.1)

392/427 (91.9)
371/426 (87.1)

37/37(100.0)

273/297 (91.9)

399/430 (92.7)

37/37 (100.0)

277/296 (93.6)

404/408 (99.0)

35/37 (94.6)

272/295 (92.2)

396/427 (92.7)

36/37 (97.3)

277/294 (94.2)

404/426 (93.7)

37/37 (100.0)

269/296 (90.9)

397/429 (92.5)

36/37 (97.3)

251/296 (84.8)

372/427 (86.3)

37/37 (100.0)

273/295 (92.5)

400/428 (93.4)

90/95 (94.7)

37/37(100.0)

272/295 (95.4)

399/427 (93.4)

82/94 (87.2)

35/37 (94.6)

239/295 (81.0)

356/426 (83.5)

Dispositions

n
(%)
Commitment to a conducive
88/95 (92.6)
classroom environment
Respect for human diversity
90/95 (94.7)
The belief that all children can 90/95 (94.7)
leam at high levels
Positive perception of self and 90/94 (95.7)
personal meanings
Reflective thinking and
88/95 (92.6)
practice of teaching
Positive perception of others
86/95 (90.5)
Discovery of one’s purpose for 84/94 (89.4)
teaching
Adjustment for individual
89/96 (92.7)
differences
Sensitivity to fair treatment of 90/94 (95.7)
all students
Appreciation for school and
89/95 (93.7)
community involvement
Commitment to ethical and
91/95 (95.8)
professional development
Sensitivity to adapt teaching
91/96 (94.8)
approaches to meet student
needs and responses
Sensitivity to the appropriate
85/94 (90.4)
use of a variety of classroom
management approaches
Positive motivation of learners 90/96 (93.8)
Value for the importance of
effective communication
Value for people above things
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90% of professors. The remaining 2 dispositions were agreed as taught by over 80% of
them (see Table 13).
Of the 16 dispositions, chi-square analyses showed there were only two
dispositions with a statistically significant difference when the responses of professors
and preservice teacher candidates were compared. These dispositions were positive
perception o f self and personal meanings and commitment to ethical and professional
development. In both instances, over 90% of preservice teacher candidates agreed these
dispositions were taught compared to 60% among professors (see Table 13). At/>=0.001,
such statistical significance invites closer scrutiny since a chance occurrence is
eliminated.
At College B, all 16 dispositions were taught by 100% of faculty either briefly or
fully (see Table 14). Preservice teacher candidates also agreed all 16 dispositions were
taught with at least 94.4% agreement. This result was above expectation given that 2
dispositions were not written on any syllabi of College B and therefore would likely not
have been taught. These dispositions were the belief that all children can learn at high
levels and value fo r people above things. It was also of interest that there was no
statistically significant difference between the observed frequencies for faculty and
preservice teacher candidates for chi-square analyses (see Table 14).
At University C the response among faculty was more varied than at College A or
B. All dispositions were taught with a range of agreement from 60% to 93.4%. Three of
16 dispositions were taught either briefly or fully by 60% of faculty, 2 taught briefly or
fully by 73.4% of faculty, whereas 11 of 16 were taught briefly or fully by over 80% of
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Table 13
Comparative Agreement Between Faculty and Preservice Teacher Candidates at
University A on How Dispositions Are Taught

Dispositions
1. Commitment to a conducive
classroom environment
2. Respect for human diversity
3. The belief that all children
can leam at high levels
4. Positive perception of self
and personal meanings
5. Reflective thinking and
practice of teaching
6. Positive perception of others
7. Discovery of one’s purpose
for teaching
8. Adjustment for individual
differences
9. Sensitivity to fair treatment
of all students
10. Appreciation for school and
commimity involvement
11. Commitment to ethical and
professional development
12. Sensitivity to adapt teaching
approaches to meet student
needs and responses
13. Sensitivity to the
appropriate use of a variety of
classroom management
approaches
14. Positive motivation of
learners
15. Value for the importance of
effective communication
16. Value for people above
things

Faculty

Preserviee
Teacher
Candidates

Dispositions
briefly/fully
taught
» (%)

Dispositions
briefly/fully
taught
M (%)

4 (80.0)

88/95 (92.6)

1.030

P
.310

4 (80.0)
4 (80.0)

90/95 (94.7)
90/95 (94.7)

1.829
1.829

.176
.176

3 (60.0)

90/94 (95.7)

10.654

.001

4 (80.0)

88/95 (92.6)

1.030

.310

4 (80.0)

86/95 (90.5)

.585

.444

3 (60.0)

84/94 (89.4)

3.842

.050

4 (80.0)

89/96 (92.7)

1.052

.305

5 (100.0)

90/94 (95.7)

.222

.638

4 (80.0)

89/95 (93.7)

1.366

.242

3 (60.0)

91/95 (95.8)

10.788

.001

3 (60.0)

91/96 (94.8)

8.918

.003

3 (60.0)

85/94 (90.4)

4.450

.035

3 (60.0)

90/96 (93.8)

7.422

.006

4 (80.0)

90/95 (94.7)

1.829

.176

5 (100.0)

82/94 (87.2)

.726

.394
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faculty. The 2 dispositions with highest agreement at 93.4% were (a) reflective thinking
and practice o f teaching and (b) positive perception o f others (see Table 15).
The range of agreement among preservice teacher candidates at University C was
narrower than among their professors. All 16 dispositions were perceived as taught, with
agreement ranging between 81% to 95.4%. Preservice teacher candidates at University C
also agreed that the disposition value for the importance o f effective communication was
the one with the highest ratings of 95.4%. Chi-square results showed no statistically
significant difference in the responses of professors and preservice teacher candidates
(see Table 15).
Research Question Ic asked, In what ways are dispositions taught? Responses
indicated whether dispositions were taught in specialized courses or infused into existing
courses. A 5-point Likert scale was used to measure responses ranging from strongly
agree to strongly disagree (see Appendixes C & D). This was later recoded into three
instead of five response options; participants who strongly agreed and agreed were
recoded with the number 1, those who were neutral were coded with the number 3, and
those who disagreed or strongly disagreed were labeled with the number 5. The
percentages of agreement on ways in which dispositions were taught by faculty and
agreed as taught by preservice teacher candidates are recorded as shown.
Comparing responses among 24 faculty in all 3 preservice teacher education
programs it was observed 92% of them agreed dispositions were taught by infusion into
existing courses. Seventy-five percent (75%) of faculty also agreed they taught
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Table 14
Comparative Agreement Between Faculty and Preservice Teacher Candidates at
College B on How Dispositions Are Taught

Dispositions
1. Commitment to a conducive
classroom environment
2. Respect for human diversity
3. The belief that all children can
leam at high levels
4. Positive perception of self and
personal meanings
5. Reflective thinking and practice of
teaching
6. Positive perception of others
7. Discovery of one’s purpose for
teaching
8. Adjustment for individual
differences
9. Sensitivity to fair treatment of all
students
10. Appreciation for school and
community involvement
11. Commitment to ethical and
professional development
12. Sensitivity to adapt teaching
approaches to meet student needs and
responses
13. Sensitivity to the appropriate use
of a variety o f classroom
management approaches
14. Positive motivation of learners
15. Value for the importance of
effective communication
16. Value for people above things

Faculty
Dispositions
briefly/fully
taught
» (%)
4 (100.0)

Preservice
Teacher
Candidates
Dispositions
briefly/fully
taught
n
(%)
36/36(100.0)

4 (100.0)
4 (100.0)

P
-

-

37/37 (100.0)
37/37(100.0)

-

-

-

-

4 (100.0)

34/36 (94.4)

0.234

.629

4 (100.0)

37/37(100.0)

9.481

.002

4 (100.0)

37/37 (100.0)

-

-

4 (100.0)

36/37 (97.3)

0.111

.739

4 (100.0)

37/37(100.0)

-

-

4 (100.0)

37/37(100.0)

-

-

4(100.0)

35/37 (94.6)

2.044

.153

4(100.0)

36/37 (97.3)

0.111

.739

4(100.0)

37/37 (100.0)

4 (100.0)

36/37 (97.3)

4(100.0)

37/37(100.0)

-

-

4 (100.0)

37/37(100.0)

-

-

4(100.0)

35/37 (94.6)

0.227

.634
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Table 15
Comparative Agreement Between Faculty and Preservice Teacher Candidates at
University C on How Dispositions Are Taught

Dispositions
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children can
learn at high levels
Positive perception of self and
personal meanings
Reflective thinking and practice
o f teaching
Positive perception of others
Discovery of one’s purpose for
teaching
Adjustment for individual
differences
Sensitivity to fair treatment of
all students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student
needs and responses
Sensitivity to the appropriate
use of a variety of classroom
management approaches
Positive motivation of learners
Value for the importance of
effective communication
Value for people above things

Faculty

Preservice
Teacher
Candidates

Dispositions
briefly/fully
taught
M (%)
12/15 (80.0)

Dispositions
briefly/fully
taught
M
(%)
274/294 (93.2)

0.015

P
.901

13/15 (86.7)
11/15(73.4)

279/295 (94.6)
268/296 (90.5)

0.076
0.499

.783
.480

11/15(73.4)

260/295 (88.1)

1.134

287

14/15 (93.4)

275/294 (93.5)

0.010

.920

14/15 (93.4)
13/15 (86.7)

269/295 (91.2)
251/295 (85.1)

0.047
0.028

.829
.866

9/15 (60.0)

273/297 (91.9)

0.002

.965

9/15 (60.0)

277/296 (93.6)

0.012

.914

12/15 (80.0)

272/295 (92.2)

0.757

.384

13/15 (86.6)

277/294 (94.2)

0.045

.832

9/15 (60.0)

269/296 (90.9)

0.064

.801

13/15(86.7)

251/296 (84.8)

0.687

.407

13/15 (86.7)
13/15 (86.7)

273/295 (92.5)
272/295 (95.4)

0.002
0.008

.965
.929

13/15 (86.7)

239/295 (81.0)

0.300

.584
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dispositions in at least one course (see Table 16). This compared closely to 72% of
preservice teacher candidates that dispositions were taught in at least one course. Fifty
four percent (54%) o f faculty and preservice teacher candidates agreed on faculty
assistance to preservice teacher candidates for overcoming dispositional challenges (see
Table 17).
In examining the responses of faculty and preservice teacher candidates more
closely at each institution, several differences were observed. At University A, of the 5
professors participating in the faculty questionnaire, dispositions were taught in at least
one course by 60% o f professors. Sixty percent (60%) also agreed they assisted teacher
candidates in overcoming dispositional challenges. Eighty percent (80%) of them infused
elements o f dispositions throughout the courses they taught, and all dispositions were
taught from personal research by 100% o f faculty (see Table 18). O f 97 preservice
teacher candidates from University A responding to similar questions, 63.8% agreed
professors taught dispositions in at least one course, while 45.6% agreed that faculty
assisted them in overcoming dispositional challenges (see Table 18).
At College B, o f 4 faculty and 37 preservice teacher candidates participating in
the questionnaire, dispositions were taught in at least one course by 75% of faculty, while
all 100% agreed they infused elements of dispositions in all courses they taught. Twentyfive percent o f faculty agreed they taught dispositions from personal research (see Table
16). Faculty and preservice teacher candidates were about equal (50% and 51.3%) in their
agreement about professor assistance to teacher candidates for overcoming dispositional
challenges (see Table 19).
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Table 16
Faculty Agreement to Ways in Which Dispositions Are Taught

Ways of Teaching
Dispositions
Teaching dispositions in at
least one course
Faculty assistance to teacher
candidates for overcoming
dispositional challenges
Infusion o f elements of
dispositions throughout
courses taught
Teaching dispositions
mainly from personal
research

Institution A
(N=5)

Institution B
(W=4)

Institution C
(A=15)

Totals
(W=24)

"

»

»

» (%)

(%)

(%)

(%)

3 (60.0)

3 (75.0)

12 (80.0)

18(75.0)

3 (60.0)

2 (50.0)

8 (53.3)

13 (54.0)

4 (80.0)

4 (100.0)

14 (93.3)

22 (92.0)

5 (100.0)

1 (25.0)

6 (40.0)

12 (50.0)

At University C, 80% o f faculty agreed they taught dispositions in at least one
course, which is closely affirmed by teacher candidates with 74.8%. Ninety-three percent
stated they infused elements of dispositions into the courses they taught, and 40% stated
they taught dispositions from personal research (see Table 16). Over 50% of all faculty
and preservice teacher candidates strongly agreed or agreed that faculty assistance was
provided to assist teacher candidates with overcoming dispositional challenges (see
Tables 16 & 20). These similarities and differences in responses between faculty and
preservice teacher candidates at each institution on the variables: (a) dispositions taught
in at least one course and (b) preservice teacher candidates assisted to overcome
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Table 17
Preservice Teacher Candidates ' Agreement to Ways in Which Dispositions Are Taught
Ways of Teaching
Dispositions

Institution A

M

(%)

Institution B

M

(%)

Institution C

77

(%)

Totals

77

(%)

Dispositions taught
in at least one course

60/94 (63.8)

27/37 (73.0)

222/294 (74.8)

309/425 (72.0)

Faculty assistance to
teacher candidates
for overcoming
dispositional
challenges

42/92 (45.7)

19/37(51.4)

171/294 (57.5)

232/423 (54.0)

dispositional challenges were analyzed for statistical significance using the chi-square
technique. Chi-square results showed there was no statistically significant differences
between the percentages for these groups at each institution (see Tables 18,19, and 20).
Faculty at each institution were asked to state how they helped teacher candidates
to overcome dispositional challenges. This question requested open-ended responses. The
responses that emerged fell into two categories: (a) through private individualized
conferences and (b) by way o f classroom interactions. In individual conferences faculty
reported they used several techniques to assist preservice teacher candidates such as
counseling, interviews, and discussions, as well as the development of improvement
plans. Occasionally, these individualized sessions were preceded by letters of concern.
During class sessions, several methods were used, which included discussions and
simulations, peer dialogues and feedback, cooperation and learning graphs, providing
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Table 18
Comparative Agreement Between Faculty and Preservice Teacher Candidates at
University A on Ways in Which Dispositions Are Taught
Preservice
Teacher
Candidates

Faculty
Dispositions

M (%)

» (%)

Dispositions taught in at least one course

3/5 (60.0)

60/94 (63.8)

.096

P
.953

Faculty assistance to preservice teacher
candidates for overcoming dispositional
challenges

3/5 (60.0)

42/92 (45.6)

.666

.717

Table 19
Comparative Agreement Between Faculty and Preservice Teacher Candidates
at College B on Ways in Which Dispositions Are Taught
Faculty
A^=4
M

(%)

Preservice
Teacher
Candidates
N=31
M

(%)

P

Dispositions
Dispositions taught in at least one
course
Faculty assistance to teacher
candidates for overcoming
dispositional challenges

3 (75.0)

27 (72.9)

1.815

.404

2 (50.0)

19(51.3)

.435

.804
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Table 20
Comparative Agreement Between Faculty and Preservice Teacher Candidates at
University C on Ways in Which Dispositions Are Taught
Faculty
N=\5

Preservice
Teacher
Candidates

Dispositions

n

Dispositions taught in at least
one course
Faculty assistance to teacher
candidates for overcoming
dispositional challenges

12 (80.0)

234/294 (79.6)

.926

.629

8 (53.3)

171/294 (58.2)

.161

.923

(%)

»

(%0

P

opportunities for metacognition, reflection, establishing a common language and criteria,
as well as remedial courses (see Table 21).
Preservice teacher candidates when asked to describe how faculty assisted them to
overcome dispositional challenges revealed these same categories of (a) private
conferences and (b) in-class interactions. According to one candidate at University A,
“I’ve met with faculty about absences or tardiness and one-on-one meetings make me
change things.” Another candidate, at College B, stated, “They give constructive
feedback along with helpful methods and solutions.” Still another candidate, from
University C, stated, “They point out or highlight dispositions that may need some work.
This allowed me to notice a need for change.”
In addition to these categories of private consultation and in-class activities, 6
preservice teacher candidates mentioned teacher assistance that was helpful beyond the
classroom. One candidate at University C mentioned a professor who sent e-mails. Three
preservice teacher candidates stated their faculty shared their personal experiences and
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Table 21
Types o f Faculty Assistance to Teacher Candidates With Dispositional Challenges
Private Conferencing

Classroom Activities

Individual counseling
Individual discussion/interviews
Individual improvement plans
Demonstration of appropriate dispositions
Letter of concern

Discussions and simulations
Peer dialogues and feedback
Using cooperation and learning graphs
Opportunities for meta-cognition
Establish common language and criteria
Reflection
Remedial courses

directed them to textbook and other resources. Two students stated faculty provided
feedback on assessments such as tests, presentations, portfolios, and papers. A few
preservice teacher candidates mentioned they had not encountered any dispositional
problems. For example, one stated, “I have never had to deal with them. I have gotten
positive feedback. I’ve heard one-on-one talks and letters of concern are used.” Another
stated, “Currently I have not entered my blocks. I am assuming that when a problem is
recognized that I will be given solutions to work through problems.”
A few other preservice teacher candidates stated they have not been helped with
dispositional challenges. One stated, “I have never really been aided with my
dispositions.” Another stated, “I don’t know of any way faculty have helped me
overcome dispositional issues.” Still another preservice teacher candidate wrote, “I have
not found our faculty to be particularly helpful/encouraging. For the most part, I have
held my breath knowing I’m being judged on a regular basis—hoping none will pull me
aside to ‘discuss’ a negative disposition.”
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Research Question Id asked. To what extent are dispositions assessed? The
responses to this question were based on question 3 of both faculty and preservice teacher
candidates’ questionnaires where respondents were asked to state whether the 16 selected
dispositions were briefly assessed, fully assessed, or not assessed at all (see Appendix E).
The categories o f dispositions briefly assessed and dispositions fully assessed were
recoded into one category. Across the institutions, the percentage rates on agreement of
assessment o f these dispositions were high for both professors and preservice teacher
candidates in all 3 preservice teacher preparation programs. Among faculty, 12 of 16
dispositions were briefly or fully assessed by over 80% of them (see Table 22).
Preservice teacher candidates agreed 14 of 16 dispositions were assessed in the courses
taught with over 80% agreement (see Table 23).
Examining the findings of each institution, at University A, professors assessed
11 of 16 dispositions in existing courses with over 80% agreement among them. The
remaining 5 dispositions were assessed by 60% or less of them. Preservice teacher
candidates agreed 14 of 16 dispositions were assessed briefly or fully with over 80%
agreement. Chi-square analyses revealed there were no statistically significant differences
between faculty and student responses (see Table 24).
At College B, among the 4 participating faculty, all 16 dispositions were assessed
in existing courses by 75% to 100% of professors. This high percentage of assessment
among professors was corroborated by preservice teacher candidates at even a higher
rate. All 16 dispositions were agreed as assessed by 80%-100% of them. Chi-square
analyses revealed no statistically significant difference between faculty and preservice
teacher candidates’ responses (see Table 25).
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Table 22
Faculty Agreement on How Dispositions Are Assessed in Preservice Teacher
Education Programs
University A
Dispositions
briefly/fully
assessed
»
Dispositions Assessment
Commitment to a
conducive classroom
environment
Respect for human
diversity
The belief that all
children can learn at high
levels
Positive perception of
self and personal
meanings
Reflective thinking and
practice of teaching
Positive perception of
others
Discovery of one’s
purpose for teaching
Adjustment for
individual differences
Sensitivity to fair
treatment of all students
Appreciation for school
and community
involvement
Commitment to ethical
and professional
development
Sensitivity to adapt
teaching approaches to
meet student needs and
responses

(%)

College B
Dispositions
briefly/fully
assessed
M

(%)

University C
Dispositions
briefly/fully
assessed
M

(%)

Total
Dispositions
briefly/fully
assessed
»

(%)

4/5 (80.0)

3/4 (75.0)

12/13 (92.3)

19/22 (86.7)

4/5 (80.0)

3/4 (75.0)

13/13 (100.0)

20/22 (90.9)

4/5 (80.0)

4/4 (100.0)

13/13 (100.0)

21/22 (95.4)

2/5 (40.0)

3/4 (75.0)

10/12 (83.3)

15/21 (71.4)

4/5 (80.0)

4/4 (100.0)

12/13 (92.3)

20/22 (90.9)

4/5 (80.0)

3/4 (75.0)

13/13 (100.0)

20/22 (90.9)

3/5 (60.0)

3/4 (75.0)

9/12 (75.0)

15/21 (71.4)

3/5 (60.0)

4/4 (100.0)

12/13 (92.3)

19/22 (86.4)

5/5 (100.0)

4/4 (100.0)

12/13 (92.3)

21/22 (95.4)

5/5 (100.0)

3/4 (75.0)

10/13 (76.9)

18/22 (81.8)

4/5 (80.0)

4/4 (100.0)

12/13 (92.3)

20/22 (90.9)

4/5 (80.0)

4/4(100.0)

12/13 (92.3)

20/22 (90.9)
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Table 22— Continued.
Sensitivity to the
appropriate use of a
variety of classroom
management approaches
Positive motivation of
learners
Value for the importance
of effective
communication
Value for people above
things

2/5 (40.0)

3/4

(75.0)

10/13 (76.9)

15/22 (68.2)

4/5 (80.0)

3/4

(75.0)

11/13 (84.6)

18/22 (81.8)

3/5 (60.0)

3/4

(75.0)

12/13 (92.3)

18/22 (81.8)

4/5 (80.0)

3/4

(75.0)

7/12

14/21 (66.6)

(58.3)

At University C, among faculty, 15 of 16 dispositions were assessed by 75%100% of them. The disposition value fo r people above things was ranked lowest with
agreement of its assessment by 58.3% of professors. Among preservice teacher
candidates, all 16 dispositions were seen as assessed briefly or fully in the courses taught
by over 80% of them. Chi-square results showed no statistically significant difference in
the responses of faculty and preservice teacher candidates (see Table 26).
Research Question le asked: In what ways are dispositions assessed? The
responses to this question were based on interviews with program directors and
questionnaire responses for both faculty and preservice teacher candidates. From
interviews with the program directors, a pattern for dispositions assessment emerged
across institutions. Similarly several themes emerged among faculty and preservice
teacher candidates.
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Table 23
Teacher Candidates ’Agreement on How Dispositions Are Assessed in Preservice
Teacher Education Programs

Dispositions Assessed

University A
Briefly/fully
assessed

College B
Briefly/fully
assessed

»

A?

(% )

(% )

University C
Briefly/fully
assessed
»

(% )

Total
Briefly/fully
assessed
M

(% )

Commitment to a conducive
classroom environment
Respect for human diversity

69/80 (86.2)

30/34 (88.2)

227/274 (82.8)

326/388 (84.0)

70/84 (83.3)

35/35(100.0)

244/275 (88.7)

349/395 (88.6)

The belief that all children can
learn at high levels
Positive perception of self and
personal meanings
Reflective thinking and practice
of teaching
Positive perception of others

75/85 (93.7)

32/35 (91.4)

218/276 (78.9)

325/396 (82.0)

70/85 (82.3)

34/35 (97.2)

224/277 (80.8)

328/397 (82.6)

75/84 (89.3)

30/35 (85.7)

255/279 (26.7)

360/398 (90.4)

68/80 (85.0)

33/35 (94.3)

231/278 (83.1)

332/393 (84.5)

70/83 (84.3)

34/36 (94.4)

219/279 (78.5)

323/398 (81.2)

72/84 (85.7)

32/35 (91.4)

240/276 (86.9)

344/395 (87.1)

76/86 (88.4)

28/34 (82.3)

242/277(87.4)

346/397 (87.2)

68/83 (81.9)

31/34 (91.2)

219/278 (78.8)

318/395 (80.5)

73/84 (86.9)

34/36 (94.4)

252/281 (89.7)

359/401 (89.5)

74/83 (89.2)

32/35 (91.4)

249/278 (89.5)

355/396 (89.6)

66/84 (78.6)

32/35 (91.4)

217/278 (78.1

315/397 (79.3)

68/83 (81.9)

33/35 (94.3)

240/279 (86.0)

341/397 (85.8)

72/82 (87.8)

34/36 (94.4)

248/279 (88.9)

354/397 (89.2)

64/82 (78.0)

29/35 (82.8)

204/279 (73.1)

297/396 (75.0)

Discovery of one’s purpose for
teaching
Adjustment for individual
differences
Sensitivity to fair treatment of all
students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student needs
and responses
sensitivity to the appropriate
use of a variety o f classroom
management approaches
Positive motivation o f learners
Value for the importance of
effective communication
Value for people above things
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Table 24
Comparative Assessment o f Dispositions for Faculty and Teacher Candidates
at University A

Dispositions Assessed
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children can
learn at high levels
Positive perception of self and
personal meanings
Reflective thinking and practice
o f teaching
Positive perception of others
Discovery of one’s purpose for
teaching
Adjustment for individual
differences
Sensitivity to fair treatment of all
students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student needs
and responses
Sensitivity to the appropriate use of
a variety of classroom management
approaches
Positive motivation of learners
Value for the importance of
effective communication
Value for people above things

Faculty
Briefly/fully
assessed
n
(%)

Preservice
Teacher
Candidates
Briefly/fully
assessed
M
(%)

4/5 (80.0)

69/80 (86.2)

0.152

.697

4/5 (80.0)
4/5 (80.0)

70/84 (83.3)
75/85 (93.7)

0.037
0.299

.847
.585

2/5 (40.0)

70/85 (82.3)

5.294

.021

4/5 (80.0)

75/84 (89.3)

0.408

.523

4/5 (80.0)

68/80 (85.0)

0.091

.763

3/5 (60.0)

70/83 (84.3)

1.975

.160

3/5 (60.0)

72/84 (85.7)

0.348

.555

5/5 (100.0)

76/86 (88.4)

0.653

.419

5/5 (100.0)

68/83 (81.9)

1.089

.297

4/5 (80.0)

73/84 (86.9)

0.193

.661

4/5 (80.0)

74/83 (89.2)

0.393

.531

2/5

(40.0)

66/84 (78.6)

3.894

.048

4/5

(80.0)

68/83 (81.9)

0.012

.914

3/5 (60.0)

72/82 (87.8)

3.064

.080

4/5 (80.0)

64/82 (78.0)

0.011

.918

P
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Table 25
Comparison o f Dispositions Assessment for Faculty and Teacher
Candidates at College B

Faculty
Briefly/fully
assessed
Dispositions Assessed
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children
can learn at high levels
Positive perception o f self
and personal meanings
Reflective thinking and
practice of teaching
Positive perception o f others
Discovery of one’s purpose
for teaching
Adjustment for individual
differences
Sensitivity to fair treatment
of all students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student
needs and responses
Sensitivity to the appropriate
use of a variety o f classroom
management approaches
Positive motivation of
learners
Value for the importance of
effective communication
Value for people above
things

»

(%)

Preservice
Teacher
Candidates
Briefly/fully
assessed
M

P

(%)

3/4 (75.0)

30/34 (88.2)

0.549

.459

3/4 (75.0)
4/4(100.0)

35/35 (100.0)
32/35 (91.4)

8.980
0.371

.003
.542

3/4 (75.0)

28/35 (80.0)

0.055

.815

4/4 (100.0)

34/35 (97.2)

0.117

.732

3/4 (75.0)
3/4 (75.0)

30/35 (85.7)
33/35 (94.3)

0.317
1.880

.574
.170

4/4 (100.0)

34/36 (94.4)

0.234

.629

4/4(100.0)

32/35 (91.4)

0.371

.542

3/4 (75.0)

28/34 (82.3)

0.129

.720

4/4(100.0)

31/34 (91.2)

0.383

.536

4/4 (100.0)

34/36 (94.4)

0.234

.629

3/4

(75.0)

32/35 (91.4)

1.053

.305

3/4

(75.0)

33/35 (94.3)

1.880

.170

3/4

(75.0)

34/36 (94.4)

1.962

.161

3/4

(75.0)

29/35 (82.8)

0.150

.698
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Table 26
Comparative Dispositions Assessment fo r Faculty and Teacher Candidates at
University C

Faculty
Briefly/fully
assessed

Preservice
Teacher
Candidates
Briefly/fully
assessed

M
(%)
12/13 (92.3)

»
(%)
227/274 (82.8)

.798

P
.372

13/13 (100.0)
13/13 (100.0)

244/275 (88.7)
218/276 (78.9)

1.642
3.418

.200
.064

10/12 (83.3)

224/277 (80.8)

0.045

.831

12/13 (92.3)

255/279 (91.3)

0.013

.909

13/13 (100.0)

231/278 (83.1)

2.622

.105

Discovery o f one’s purpose
9/12 (75.0)
for teaching
Adjustment for individual
12/13 (92.3)
differences
Sensitivity to fair treatment of 12/13 (92.3)
all students
Appreciation for school and
10/13 (76.9)
community involvement
Commitment to ethical and
12/13 (92.3)
professional development
Sensitivity to adapt teaching
12/13 (92.3)
approaches to meet student
needs and responses
Sensitivity to the appropriate
10/13 (76.9)
use of a variety o f classroom
management approaches
Positive motivation of
11/13 (84.6)
learners
Value for the importance of
12/13 (92.3)
effective communication
Value for people above things 7/12 (58.3)

219/279 (78.5)

0.083

.773

240/276 (86.9)

0.318

.573

242/277 (87.4)

0.279

.597

219/278 (78.8)

0.025

.873

252/281 (89.7)

0.094

.760

249/278 (89.5)

0.101

.751

217/278 (78.1)

0.009

.923

240/279 (86.0)

0.020

.887

248/279 (88.9)

0.149

.700

204/279 (73.1)

1.262

.261

Dispositions Assessed
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children
can learn at high levels
Positive perception of self
and personal meanings
Reflective thinking and
practice o f teaching
Positive perception of others
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Assessment gates in programs
Program directors in all 3 teacher education programs stated there were several
gates or time periods when dispositions were assessed by faculty, preservice teacher
candidates, and also by cooperating teachers during field practice. These assessments
gates were (a) prior to the start of the teacher education coursework, (b) during the
semester (c) during student teaching, and (d) before obtaining teacher certification (see
Table 27). Across institutions, preservice teacher candidates prior to commencing their
program were required to acquaint themselves with the dispositions checklist and rubric
of their program and use them for self-assessment. In addition, at College B, they were
asked to assess various scenarios in writing which were then critiqued by faculty with
ensuing discussions. In all 3 programs, faculty undertook ongoing assessments of
candidates’ dispositions throughout the semester. Faculty were also expected to make
assessments during student teaching and to provide written evaluations. Cooperating
teachers assessed and provided written evaluations while preservice teachers were on
their field experience/student teaching.

Assessment intervals
When asked about the intervals during the semester for assessing dispositions, the
percentage rate of responses among faculty and teacher candidates tended to be low.
Response categories ranged from agreement and neutrality, to disagreement. The
assessment intervals in rank order and most widely used among professors across all 3
institutions were: (a) during field experiences (66.7%) and (b) at the end of the course
(59.1%). Among teacher candidates, the same intervals were selected as most widely
used with agreements at 64.5% and 49.1% respectively (see Tables 28 and 29).
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At University A the most widely agreed assessment interval among faculty and
preservice teacher candidates was during field experiences with 80% and 44.8%
agreement respectively. Chi-square analysis revealed a statistically significant difference

Table 27
Dispositions Assessment Gates in Preservice Teacher Education Programs
Gates

Types of Assessment

Methods

Prior to beginning teacher
education

Self-assessment
Faculty assessment

During semester

Faculty assessment

Dispositions
checklist
Written evaluations
Oral & written
evaluations

During student teaching

Assessments by faculty &
cooperating teachers
Faculty assessment

Before teacher certification

Written evaluations
Written evaluations

Table 28
Percentage Faculty Response Showing Assessment Interval fo r Dispositions
University A

Dispositions Assessment » (%)
Intervals
At the end of each
3/5 (60.0)
course
Before admission to
3/5 (60.0)
clinical practice
During field experiences 4/5 (80.0)
At other times

2/5 (40.0)

College B

M (%)

University C

»

Total

(%)

»

(%)

2/4 (50.0)

8/13(61.5)

13/22 (59.1)

2/4 (50.0)

7/12 (58.3)

12/21 (57.1)

2/4 (50.0)

8/12 (66.7)

14/21 (66.7)

2/4 (50.0)

3/3 (100.0)

7/12(58.3)
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Table 29
Percentage Preservice Teacher Candidate Agreement on Assessment Intervals for
Dispositions
University A
Dispositions
Assessment Intervals
At the end of each
course
Before admission to
clinical practice
During field
experiences
At other times

n

(%)

College B
»

(%)

University C
»

Totals

(%)

»

(%)

33/90 (36.6)

15/37(40.5)

152/280 (54.3)

200/407 (49.1)

34/85 (40.0)

17/36 (47.2)

130/277 (46.9)

181/398(45.6)

39/87 (44.8)

21/36 (58.3)

198/277 (71.5)

258/400 (64.5)

13/33 (39.4)

5/9 (55.5)

54/95 (56.8)

72/137 (52.5)

Table 30
Comparison o f Agreement Between Faculty and Preservice Teacher Candidates on
Assessment Intervals fo r Dispositions at University A

Assessment Intervals

Faculty
» (%)

Preservice
Teacher
Candidates
M
(%)

At the end of each course

3/5 (60.0)

33/90 (37.0)

1.529

P
.466

Before admission to clinical
practice

3/5 (60.0)

34/85 (40.0)

5.695

.058

During field experiences

4/5 (80.0)

39/87 (44.8)

3.250

.197

At other times

2/3 (66.7)

13/33 (39.4)

13.309

.001
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between percentage responses of professors and preservice teacher candidates on
assessment interval at other times which had 40% and 39.4% agreement respectively.
Although these percentage response rates do not represent the majority position, this is
one assessment interval that may warrant further investigation to account for this
statistically significant difference (see Table 30).
For each assessment interval at College B, 50% of faculty agreed to the use of
each one. A little over 58% (58.3%) of preservice teacher candidates, however, selected
field experiences as the most widely agreed on assessment interval. Assessment at other
times was agreed on as the next most widely used assessment interval among preservice
teacher candidates. All observed differences were not statistically significant using chisquare analysis (see Table 31).

Table 31
Comparison o f Agreement Between Faculty and Preservice Teacher Candidates on
Assessment Intervals fo r Dispositions at College B

Assessment Intervals

Faculty
» (%)

Preservice
Teacher
Candidates
77
(%)

At the end of each course

2/4 (50.0)

15/37(40.5)

2.783

.249

Before admission to clinical
practice

2/4 (50.0)

17/36(47.2)

1.935

.380

During field experiences

2/4 (50.0)

21/36 (58.3)

4.895

.086

At other times

2/4 (50.0)

5/9 (55.5)

1.397

.497

P
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For University C, the most widely agreed on assessment interval among faculty
and preservice teacher candidates was during field experiences at 66.7% and 71.4%. All
observed differences in responses between faculty and preservice teacher candidates were
not statistically significant using chi-square analysis (see Table 32).

Table 32
Comparison o f Agreement Between Faculty and Preservice Teacher Candidates on
Assessment Intervals fo r Dispositions at University C

Faculty
Assessment Intervals

„

(%)

Preservice
Teacher
Candidates
M

(%)

P

At the end of each course

8/13(61.5)

152/280 (54.3)

0.539

.764

Before admission to clinical
practice

7/12 (58.3)

130/277 (46.9)

0.655

.721

During field experiences

8/12 (67.6)

198/277 (71.4)

0.703

.703

At other times

3/3 (100.0)

54/95 (56.8)

2.226

.329

Methods of assessment for dispositions
Across all 3 institutions among faculty, the most widely used method of
assessment for dispositions was self-reflection papers/journals (95.8%). Class discussions
was the next most widely used method across these 3 institutions (91.7%). Following on
these methods was the use of portfolios and oral presentations (83.3% each). While tests

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

129

were not used by any professor at University A, they were utilized by faculty at College
B and University C at 75% and 60% respectively. The least used method among faculty
across all 3 institutions was human relations incidents at 33.3% (see Table 33).

Table 33
Percentage Faculty Response to Methods o f Assessing Dispositions at Each Institution
University A
(W=5)
n
Assessment Methods
Oral presentation
Research papers
Portfolio
Case study
Tests
Class discussions
Self-reflection
papers/journal
Human relations
incident
Clinical experiences
Observation of
behavior in class
Field experiences
Written papers
Group work

(%)

College B
(#=4)

University C
(#=15)

»

M

(%)

M

(%)

13
9
12
9
9
14
14

(86.7)
(60.0)
(80.0)
(60.0)
(60.0)
(93.3)
(93.3)

20
12
20
13
12
22
23

(83.3)
(50.0)
(83.3)
(54.2)
(50.0)
(91.7)
(95.8)

(%)

Total
(#=24)

4 (80.0)
4 (20.0)
2 (80.0)
5 (40.0)
0
(0.0)
5 (100.0)
5 (100.0)

3 (75.0)
2 (50.0)
4(100.0)
2 (50.0)
3 (75.0)
3 (75.0)
4(100.0)

0

(&0)

1 (25.0)

7 (46.7)

8 (33.3)

2
4

(40.0)
(80.0)

2 (50.0)
3 (75.0)

10 (66.7)
11 (73.3)

14 (58.3)
18 (75.0)

5 (100.0)
5 (100.0)
3 (60.0)

3 (75.0)
3 (75.0)
3 (75.0)

10 (66.7)
10 (66.7)
11 (73.3)

18 (75.0)
18 (75.0)
17 (70.8)

At College B, 100% of faculty stated they used portfolio, self-reflection
papers/journals, and observation o f behavior in class as the primary methods of assessing
dispositions. Among preservice teacher candidates, class discussions was agreed upon as
the most widely used method of assessment at 92.8%. The second most widely used
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methods were self-reflection/joumals and group work, each with 88.9% agreement. It
was surprising to observe that while 33.3% of faculty agreed to the use of human
relations incidents as a method o f assessment, only 5.4% of preservice teacher candidates
agreed to its use as such (see Table 34). It was anticipated that this method would see a
low frequency given its relative newness and localization of development out of Eastern
Kentucky University (Wasicsko et al., 2004).

Table 34
Percentage Preservice Teacher Candidate Responses to Methods o f Assessing
Dispositions at Each Institution

Assessment Methods
Oral presentations
Portfolio
Self-reflection
papers/journals
Group work
Human relations
incident
Observation of behavior
during class
Written papers
Class discussions
Test
Case Study report
Rubrics/checklists

University A
(A=97)
M (%)

College B
(#=37)
n (%)

University C
(#=297)
n
(%)

Totals
(#=431)
» (%)

76 (78.4)
78 (80.4)
81 (83.5)

31 (83.8)
29 (78.4)
34 (91.9)

245 (82.5)
193 (65.0)
268 (90.2)

352 (81.7)
300 (69.6)
383 (88.9)

81 (83.5)
10 (10.3)

28 (75.7)
2 (5.4)

253 (85.2)
13 (4.4)

383 (88.9)
25 (5.8)

71 (73.2)

29 (78.4)

220 (74.1)

319 (74.2)

87
85
62
19
73

33
35
30
28
25

252
280
182
54
180

372
400
274
286
278

(89.7)
(87.6)
(63.9)
(19.6)
(75.3)

(89.2)
(94.6)
(81.1)
(75.7)
(67.6)

(84.8)
(94.3)
(61.3)
(18.2)
(60.6)
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Among faculty in each institution, several methods of assessment were more
widely used than others. For example, 100% of faculty at University A said ‘yes’ to the
use of class discussions, self-reflection papers/journals, field experiences, and written
papers for assessing dispositions during the semester (see Table 35). Among preservice
teacher candidates, written papers (89.7%) and class discussions (87.6%) were most
widely agreed upon as the primary methods of assessment. The least used method agreed
on by both groups was Human Relations Incident Report. Chi-square analysis showed
there were no statistically significant differences between observed responses of faculty
and preservice teacher candidates (see Table 35).
At College B 100% of faculty stated they used portfolio, self-reflection
papers/journal, and observation of behavior in class as the primary methods of assessing
dispositions, while most preservice teacher candidates agreed on class discussions as the
main method of assessment at 94.6%.The second most frequently agreed on method was
self-reflection papers/journals at 91.7%. As with University A, the least used method of
assessment was human relations incident. All observed responses for faculty and
preservice teacher candidates showed no statistical significant differences using chisquare analysis (see Table 36).
Faculty at University C agreed they used observation in class (93.3%) and oral
presentation (86.7%) as the foremost methods for assessing dispositions during the
semester. The least used methods were human relations incidents and field experiences
with 46.7% agreement. In contrast, preservice teacher candidates agreed that class
discussions (94.3%) was the primary method used followed by self-reflection
papers/journals and group work, each with 90.2% agreement. Using chi-square
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Table 35
Comparison Between Faculty and Preservice Teacher Candidates on Methods o f
Assessment fo r Dispositions at University A
Faculty

Methods of Assessment
Oral presentation
Portfolio
Case study
Class discussions
Self-reflection
papers/journal
Human relations incident
Observation of
Behavior in class
Written papers
Group work

(^ 5 )
M (%)
4 (80.0)
4 (80.0)

Preservice
Teacher
Candidates
(N=97)
» (%)
76 (78.4)
78 (80.4)

.008
.001

P
.930
.982

2 (40.0)
5 (100.0)
5 (100.0)

19 (19.6)
85 (87.6)
81 (83.5)

1.212
.701
.978

.271
.402
.323

0 (0.0)
4 (80.0)

10 (10.3)
71 (73.2)

.571
.113

.450
.737

5 (100.0)
3 (60.0)

87 (89.7)
81 (83.5)

.571
1.808

.450
.179

Table 36
Comparison Between Faculty and Preservice Teacher Candidates on Methods o f
Assessment fo r Dispositions at College B
Faculty

Methods of Assessment
Oral presentation
Portfolio
Case study
Class discussions
Self-reflection
papers/journal
Human relations incident
Observation of
behavior in class
Written papers
Group work

Preservice Teacher
Candidates
(#=37)

(Af=4)
M (%)
3 (75.0)
4(100.0)

M (%)
31 (83.8)
29 (78.4)

.197
1.075

P
.657
.300

2 (50.0)
3 (75.0)
4(100.0)

28 (75.7)
35 (94.6)
34 (91.9)

1.212
2.044
.350

.271
.153
.554

1 (25.0)
4(100.0)

2 (5.4)
29 (78.4)

2.044
1.075

.153
.300

3 (75.0)
3 (75.0)

33 (89.2)
28 (75.7)

.679
.001

.410
.976
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analyses, all observed differences in responses between faculty and preservice teacher
candidates were not statistically significant (see Table 37).

Table 37
Comparison Between Faculty and Preservice Teacher Candidates on Methods o f
Assessment fo r Dispositions at University C

Methods o f Assessment
Oral presentation
Portfolio
Case study
Class discussions
Self-reflection
papers/journal
Human relations incident
Observation of
behavior in class
Field experiences
Written papers
Group work

Faculty

Preservice
Teacher
Candidates

(A=15)
M (%)
13 (86.7)
9 (60.0)

(iV=297)
M (%)
245 (82.5)
193 (65.0)

0.174
1.429

P
.677
.232

12 (80.0)
9 (60.0)
9 (60.0)

54 (18.2)
280 (94.3)
268 (90.2)

15.495
0.023
0.158

.000
.879
.691

7 (46.7)
14 (93.3)

13
(4.4)
220 (74.1)

42.565
2.825

.000
.093

7 (46.7)
10 (66.7)
11 (73.3)

182 (61.3)
252 (84.8)
268 (90.2)

-

-

3.508
1.541

.061
.215

Research Question 2
Research question 2 asked. In what ways are teachers formally or informally
trained to teach dispositions? Responses were obtained from interviews with program
directors and from questionnaires for faculty and preservice teacher education candidates.
Arising from the interviews with program directors at all three institutions, it was
revealed there was no formal training for faculty to teach dispositions as part of the
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preservice teacher education program. The central idea that emerged was that faculty
were teaching dispositions based on innate and acquired knowledge through participatory
activities as they occurred on the job. In all 3 institutions, the introduction of dispositions
in preservice teacher education programs was new and therefore faculty had been
introduced to the concept in departmental meetings and asked to participate in
discussions, research, and information sharing on the topic.
Program directors and faculty alike were learning of this concept at the same time,
largely based on NCATE’s mandate of including it in the unit framework o f preservice
teacher education programs. One program director (in random order) shared the
following insight on the question of formal/informal training for faculty in teaching
dispositions, “Oh, 1 don’t think any of us have been prepared to teach this at all.. . .
[However], it is an integration of faith and learning often and 1 think that comes into
play.”
Another program director shared the following comments:
Our jobs are what prepare us the best to do that. Since they are so new, all of the
people that had been here are in the development phase so implementation was
just sort o f the next step.. . . We knew NCATE was going to happen as well, we
did go over all the assessment systems, all the dispositions so everything did get
covered this year. Now what will happen, there is no formal system because we’re
small, next year, we’re anticipating that we’re all going to go over that again.. ..
The third program director shared similar comments:
If you are looking at how we’ve done as far as faculty inservice here. I’d say,
maybe that’s a weak point although I’d say . . . two-thirds to three-fourths of our
faculty have participated in either research or information sharing or activities that
have incorporated discussions of dispositions but that’s a rather high number to be
honest with you, that have innate knowledge and through our programs and
departmental meetings, regularly we talk about dispositional issues and it’s
conveyed. We have a couple of retreats a year and again that’s not necessarily the
emphasis of the retreat but it comes up.
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Among faculty, the predominant response resonated with the comments of
program directors that there was no formal training for teaching dispositions in the
teacher education program. When asked to state whether they agreed or disagreed with
the following statement, My introduction to dispositions as a requirementfor pre-service
teacher candidates has been on the job, 60% of the faculty at University A and
University C agreed compared to 75% of faculty from College B. Only 20% of faculty at
University A had attended a seminar on teaching dispositions in teacher education;
however, 50% had done so at College B and 46.7% at University C. Overall, 83.3% of
faculty in these 3 institutions share information with their colleagues on teaching
dispositions (see Table 38)

Table 38
Faculty Agreement to Training fo r Teaching Dispositions in Each Institution

Dispositions Training
My introduction to
dispositions as a requirement
for pre-service teacher
candidates has been on the job
I have attended seminars on
dispositions
My colleagues and I share
information about teaching
dispositions

University
(W=5)
n (%)

A College B
(A=4)
n (%)

University C Total
(N=15)
04=24)
n (%)
n (%)

3 (60.0)

3

(75.0)

9 (60.0)

18 (62.5)

1 (20.0)

2

(50.0)

7 (46.7)

12 (41.6)

3 (60.0)

4 (100.0)

13(86.7)

24 (83.3)
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Research Question 3
Research question 3 asked, What suggestions do program directors, faculty, and
preservice teacher candidates have for improving the inclusion, teaching, and assessment
of dispositions in their preservice teacher education program? Among program directors
several important suggestions emerged. They saw the need to:
1. Educate students on what are dispositions and why they are important
2. Revise the current lists of dispositions
3. Improve the documentation system and improve instruments or forms that are
used
4. Research what other institutions are doing and gather student feedback. These
suggestions were categorized as the need for (a) reason/rationale, (b) revision, and (c)
research (see Table 39). Among their comments were the following:
Program director o f University A stated:
I think that continual revisitation of those dispositions, as to, if we want to revise
them a little bit to make them more authentic . . . it should be a dynamic
document, I don’t think we should let it be stagnant. I think that is going to be
important as the literature develops, we need to continuously revise that and
consider what our sister institutions are doing and gather student feedback on
those dispositions.
It’s a danger that often could happen, that’s one thing. The other thing is that we
need to continuously educate our students as to what dispositions are and why
they are important.
Program director o f College B stated:
I wish I could come up with a system that requires less documentation because it
is pretty time consuming. Sometimes the forms are returned without being
completed or signed on the reverse side. If we could improve the forms in a way
that would be more teacher friendly and less cumbersome for us for because we
don’t want to be mailing them back and forth. We certainly could try to work at
ways to make it more explicit in our classes. I think we do a good job of you
know, implicitly, but do the kids really see the connection?
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Table 39
Program Directors: Improvements fo r Dispositions in Preservice Teacher Education
Reason/Rationale

Revise

Research

Educate students on
what are dispositions

Revise current lists of
dispositions

Research what other
institutions are doing

Educate students on why
dispositions are
important

Improve documentation
system

Gather student feedback

Improve instruments
&/or forms

Program director of University C stated:
One thing that I think we need to do is to be able t o . . . look broadly at the
background o f the research on dispositions and teacher education.. . . I would say
some targeted action research about the pragmatic implications in the field.. . . I
think we need increased study o f dispositions and I think we need increased study
both from what are the dispositions tiiat are really important and then how do they
translate into our educational environment in a very pragmatic sense.
Feedback from faculty indicated several areas for improvement. These categories
were (a) improvements in the inclusion o f dispositions in the curriculum, (b) increased
attention to assessment of dispositions, and (c) training and encouragement for faculty
and staff. With regard to the curriculum, faculty felt it was important to assist students to
distinguish between appropriate and inappropriate dispositions.
This suggestion was very similar to the first suggestion by program directors of
informing students of what dispositions are. As identified by faculty, the process of
assisting students/teacher candidates to distinguish between appropriate and inappropriate
dispositions could be aided by simplifying the rubrics and presentations of dispositions.
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Direct instruction, modeling, and reflection were identified as techniques that
would be beneficial as well as to work very closely with individual students. Some
faculty also considered it important to have regular reference to dispositions in most or all
classes. Other faculty mentioned the need to develop actual course units across courses
and hold annual assembly programs focused on dispositions. Operationalization in terms
of academic standards seemed to be an important ingredient to the focused inclusion of
this area in preservice teaeher education.
Improvements in the assessment of dispositions were identified as the second
major area of concern. Faculty were interested in careful assessment of teaeher
candidates’ dispositions. Aeeording to one professor, “It is possible that measures of
dispositions are really examining socialization into the program (students learn what they
are ‘supposed to say’) but that when they really say how they feel, it might eome out
slightly different.” Another professor stated,
I think it is a bit easier for small, medium-sized programs to really assess
dispositions. We all know the teacher candidates and frequently diseuss the
students’ strengths and areas for improvement. These discussions include
dispositions whieh are assessed formally and informally throughout our entire
program.
One professor raised a serious concern about legal issues arising from assessment of
dispositions. He stated there should be “legal support for serious issues—we should have
the right to dismiss students from [the] program.”
The third eategory of suggestions was training and encouragement. Faculty were
interested in training for themselves, staff, and field cooperating teachers. In the words of
one professor, “There needs to be faculty training in dispositional assessment.. . . I don’t
believe we all agree on what appropriate dispositions entail.” Another professor stated.
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“There needs to be more consistent evaluation [and] increased training.” One professor
cited the need to “give more positive encouragement to faculty and staff and give more
positive opportunities for students, for example (a) ‘thank you’s’ for work, (b) social
gatherings for fun [with] free food, (c) support for class and program needs.” Orientation
to dispositions for cooperating teachers was also another important theme that emerged.
Teacher candidates’ suggestions for improvements centered around three primary
areas as shown in Figure 3. They were interested in obtaining more (a) individualized
help, (b) specialized course(s) for teaching dispositions as well as inclusion in other
courses, and (c) teacher modeling of expected behaviors reflective of appropriate
dispositions.
In terms o f individualized help, teacher candidates were asking for more personal
advising, individual conferences, and time to do reflective exercises. The majority of
respondents asked for more class time to learn about dispositions and its integration into
the courses in the program. Teacher candidates wanted more exposure to the subject
matter of dispositions in their preservice teacher education teacher education program.
They wanted to know what appropriate teacher dispositions look like and some have
requested the use o f role play to achieve this goal.
Some preservice teacher candidates wanted a specialized course on dispositions,
while others would like to see an integration of dispositions into other courses. The
majority wanted to see the issues of dispositions addressed in the program. One
preservice teacher candidate stated, “It needs to be taught throughout the program, when
there are issues with one student, instructors ‘come down hard’ on all the class not just
the person who has the issues.” A few others specifically asked for a class on classroom
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More
Individualized
Help

Improvements
for
Dispositions
Integration

Professor
Modeling

More Class Time
and Integration
into Courses

Figure 3. Teacher candidates’ suggestions for improving dispositions
integration in preservice teacher education.
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management. The third category of suggestions, although presented by fewer teacher
candidates, was that of professor modeling of appropriate dispositions. One teacher
candidate stated, “That faculty model the dispositional behavior in our class.”
Another suggested, “Modeling [of] the correct attitudes by the instructors” (see Table
40).

Table 40
Teacher Candidates ’ Suggestions fo r Course Inclusion on Dispositions
Emphasize in existing classes

2.

3.
4.

6.

9.

Include in more classes; discuss more
than in just one class
They should be discussed throughout the
program; provide a list of appropriate
and inappropriate dispositions
More actual class time
Talk more about it; include in all
assignment
More incorporation of dispositions in
lecture; bulletin boards on dispositions
They need to be discussed more in class;
they need to be mentioned in a way that
illustrates importance
Talk more about them; discuss methods
to improve
Role-play so people get a better look at
how they should act; maybe have a
seminar on it.
Have more group discussions/work that
address dispositions ideas; have students
rate faculty on their dispositions and
vice versa after classes.

Introduce specific class
Specific class devoted to
INTASC and dispositions
introduced earlier in teacher
education
2 . There needs to be a class on
dispositions; more students
need to be aware of what are
the dispositions of education
3. Have a special course on them.
4. Single class about them as well
as mixed to others; give
scenarios, ‘what i f and help
education students solve them.
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Research Question 4
Research Question 4 asked. Are there differences between religiously affiliated
and public institutions in the curriculum, instruction, and assessment of dispositions?
This question was answered in three parts by comparing bow dispositions were included,
taught, and assessed in the two institution types. University A and College B were
religiously affiliated, whereas University C was public.

Comparison of dispositions inclusion in the curriculum of
religiously affiliated and public institutions
The most noticeable area of difference between these two institutional types was
with the inclusion o f dispositions. Dispositions were presented in the formal curriculum
via course inclusion at the 3 institutions; however, opportvmities for inclusion in the
informal curriculum via class-based devotional readings or talks, prayer, departmental
assemblies, campus ministries, integration of faith with subject areas, and commimity and
overseas outreach projects were regularly available at the religiously affiliated
institutions. No such evidence was revealed fi*om University C beyond participation in
field projects related to the fulfillment of course requirements. There was, however, a
greater representation o f dispositions on the syllabi of the public institution than at 1 of
the 2 religiously affiliated institutions.
In terms of dispositional lists, one of seven categories of dispositions at
University A referenced spiritual dispositions. It stated. The educator is a moral example.
This disposition would be evidenced by showing respect, modeling courtesy, honoring
diversity, demonstrating integrity, and practicing ethical behavior (dispositions list,
2005). At College B, two o f eight dispositions on their dispositional list seemed to refer

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

143

to spiritual dispositions. Disposition 6 read, “[teacher candidates] sense a strong call to
serve and to nurture students with patience and humor” (dispositions list, April 2005).
This call to serve and the development of a sense of self as an educational reflective
leader (disposition 7) were presented as Christ-centered core values of the program
(personal communication. May 2005). University C did not have any expressed
dispositions relating to the spiritual dimension.

Comparison of dispositions taught in religiously
affiliated and public institutions
Fifteen of 16 dispositions were taught by over 80% of faculty in the preservice
teacher education program at the public university—University C—compared to 8 of 16
dispositions taught by a similar percentage at the religiously affiliated institutions—
University A and College B. At University A and College B, the remaining 8 dispositions
were taught by at least 77% of professors. Chi-square analyses revealed no significant
differences between the two institutional types (see Table 41).
Among preservice teacher candidates in both institutional types, responses were
high. All 16 dispositions in both institutional types were agreed as taught with 80% to
100% agreement. Chi-square analysis showed no statistically significant differences
between institutional types (see Table 42).

Comparison between religiously affiliated and public
institutions on ways in which dispositions are taught
Comparing the ways in which dispositions were taught at the two types of
institutions, it was shown that more faculty at the public institution agreed that
dispositions were taught in at least one course than at the 2 religiously affiliated
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Table 41
Comparison Between Religiously Affiliated and Public Institutions on How Dispositions
Are Taught Among Faculty

Dispositions
1. Commitment to a conducive
classroom environment
2. Respect for human diversity
3. The belief that all children can
learn at high levels
4. Positive perception of self and
personal meanings
5. Reflective thinking and practice
of teaching
6. Positive perception of others
7. Discovery of one’s purpose for
teaching
8. Adjustment for individual
differences
9. Sensitivity to fair treatment of
all students
10. Appreciation for school and
community involvement
11. Commitment to ethical and
professional development
12. Sensitivity to adapt teaching
approaches to meet student needs
and responses
13. Sensitivity to the appropriate
use of a variety of classroom
management approaches
14. Positive motivation of learners
15. Value for the importance of
effective communication
16. Value for people above things

Religiously
Affiliated
Institutions

Public Institution

Dispositions
briefly/fully
taught
M (%)
8/9 (88.9)

Dispositions
briefly/fully
taught
»
(%)
12/13 (92.3)

0.075

P
.784

8/9 (88.9)
8/9 (88.9)

13/14 (92.9)
11/13 (84.6)

0.109
0.082

.742
.774

7/9 (77.8)

11/14 (78.6)

0.002

.964

7/9 (77.8)

13/14 (92.9)

1.098

.332

8/9 (88.9)
7/9 (77.8)

13/14 (92.9)
13/15 (86.7)

0.109
0.320

.742
.572

8/9 (88.9)

13/14 (92.9)

0.109

.742

9/9 (100.0)

13/14 (92.9)

0.672

.412

7/9 (77.8)

12/14 (85.7)

0.240

.624

7/9 (77.8)

13/14 (92.9)

1.098

.295

7/9 (77.8)

13/14 (92.9)

1.098

.295

7/9 (77.8)

13/14 (92.9)

1.098

.295

7/9 (77.8)

13/14 (92.9)

1.098

.295

8/9 (88.9)

13/14 (92.9)

0.109

.742

9/9 (100.0)

13/15 (86.7)

1.309

.253
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Table 42
Comparison Between Religiously Affiliated and Public Institutions on How Dispositions
Are Taught Among Preservice Teacher Candidates

Dispositions
1. Commitment to a conducive
classroom environment
2. Respect for human diversity
3. The belief that all children
can learn at high levels
4. Positive perception of self
and personal meanings
5. Reflective thinking and
practice o f teaching
6. Positive perception of others
7. Discovery of one’s purpose
for teaching
8. Adjustment for individual
differences
9. Sensitivity to fair treatment
of all students
10. Appreciation for school and
community involvement
11. Commitment to ethical and
professional development
12. Sensitivity to adapt teaching
approaches to meet student
needs and responses
13. Sensitivity to the
appropriate use of a variety of
classroom management
approaches
14. Positive motivation of
learners
15. Value for the importance of
effective communication
16. Value for people above
things

Public Institution

Religiously
Affiliated
Institutions
Dispositions
briefly/fully
taught
M
(%)
124/134 (92.5)

Dispositions
briefly/fully
taught
»
(%)
274/294 (93.2)

0.324

P
.569

127/132 (96.2)
127/132 (96.2)

279/295 (93.2)
268/296 (90.5)

0.522
4.127

.470
.042

124/130 (95.4)

260/295 (88.1)

5.440

.020

125/132 (94.7)

275/294 (93.5)

0.214

.644

123/132 (93.2)

269/295 (91.2)

0.483

.487

120/131 (91.6)

251/295 (85.1)

3.428

.064

126/133 (94.7)

273/295 (92.5)

0.699

.403

127/131 (96.9)

277/296 (93.6)

2.018

.155

124/132 (93.9)

272/295 (92.2)

0.408

.523

127/132 (96.2)

277/294 (94.2)

0.740

.390

128/133 (96.2)

269/296 (90.9)

3.823

.051

122/131 (93.1)

251/296 (84.8)

5.707

.017

127/133 (95.5)

273/295 (92.5)

1.302

.254

127/132 (96.2)

272/295 (92.2)

2.392

.122

117/131 (89.3)

239/295 (81.0)

4.547

.033
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institutions with agreements at 80% and 66.7% respectively. Faculty assistance to teacher
candidates for overcoming dispositional challenges was slightly higher by 2.3% at the
religious institutions than at the public institution (see Table 43).

Table 43
Comparison Between Religiously Affiliated and Public Institutions on Ways in Which
Dispositions Are Taught Among Faculty

Dispositions Taught
Dispositions taught in at least one
course
Faculty assistance to teacher candidates
for overcoming dispositional challenges

Religiously
Affiliated
Institutions
M %
6/9 (66.7)

Public
Institution
n
%
12/15(80)

.533

P
.766

5/9 (55.6)

8/15(53.3)

.510

.775

Among preservice teacher candidates, agreement levels were higher for the public
institution on (a) dispositions taught in at least one course and on (b) faculty assistance to
teacher candidates for overcoming dispositional challenges. There were no statistically
significant differences between the responses of these two institutional types (see Table
44).

Comparison between religiously affiliated and public
institutions on dispositions assessment
There was an overall high percentage agreement on the assessment of 12 of 16
dispositions at the public institution and on 6 of 16 dispositions at the religiously
affiliated institutions (see Table 45). For these, 12 of 16 dispositions at the public
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Table 44
Comparison Between Religiously Affiliated and Public Institutions on Ways in Which
Dispositions Are Taught Among Freservice Teacher Candidates

Dispositions Taught
Dispositions taught in at least one
course
Faculty assistance to teacher
candidates for overcoming
dispositional challenges

Religiously
Affiliated
Institutions
»
(%)
87/131 (66.4)

Public
Institution
»
(%)
222/294 (75.5)

3.781

P
.151

61/129(47.3)

171/294 (58.2)

4.558

.102

institution and 6 o f 16 at the religiously affiliated institutions, respectively, percentage
response rates ranged from 80%-100%.
Among preservice teacher candidates, 15 of 16 dispositions were assessed in
religious institutions with agreement ranging between 80%-100%, compared to the
assessment of 11 of 16 dispositions at the public institution with a similarly high response
rate (see Table 46). There were no statistically significant differences between the two
types of institutions for responses of faculty or preservice teacher candidates.

Comparison between religiously affiliated and public
institutions on assessment intervals for dispositions
The same assessment intervals were being used by each institution type, and,
except for the same percentage agreement of 66.7% on assessment during field
experiences, the public institution revealed a higher percentage agreement among faculty
on assessment intervals. Likewise, there was a higher percentage agreement among
preservice teacher candidates on all four assessment intervals at the public institution than
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Table 45
Comparison Between Religiously Affiliated and Public Institutions on Dispositions
Assessment Among Faculty

Dispositions Assessed
Briefly/Fully
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children
can learn at high levels
Positive perception o f self
and personal meanings
Reflective thinking and
practice o f teaching
Positive perception o f others
Discovery of one’s purpose
for teaching
Adjustment for individual
differences
Sensitivity to fair treatment of
all students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student
needs and responses
Sensitivity to the appropriate
use of a variety o f classroom
management approaches
Positive motivation of
learners
Value for the importance of
effective communication
Value for people above things

Religiously
Affiliated
Institutions

Public
Institution

»
(%)
7/9 (77.8)

M
(%)
12/13 (92.3)

0.953

P
.329

7/9 (77.8)

13/13(100.0)

3.178

.075

8/9 (88.9)

13/13 (100.0)

1.513

.219

5/9 (55.6)

10/12 (83.3)

1.944

.163

8/9 (88.9)

12/13 (92.3)

0.075

.784

7/9 (77.8)
6/9 (66.7)

13/13 (100.0)
9/12 (75.0)

3.178
0.175

.075
.676

7/8 (87.5)

12/13 (92.3)

0.133

.716

9/9 (100.0)

12/13 (92.3)

0.725

.394

8/9 (88.9)

10/13 (76.9)

0.512

.474

8/9 (88.9)

12/13 (92.3)

0.075

.784

8/9 (88.9)

12/13 (92.3)

0.075

.784

5/9 (55.6)

10/12 (76.9)

1.119

.290

7/9 (77.8)

11/13 (84.6)

0.167

.683

6/9 (66.7)

12/13 (92.3)

2.350

.125

7/9 (77.8)

7/12 (58.3)

0.875

.350
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Table 46
Comparison Between Religiously Affiliated and Public Institutions on Dispositions
Assessment Among Preservice Teacher Candidates
Religiously
Affiliated
Institutions
Dispositions Assessed
Briefly/Fully
Commitment to a conducive
classroom environment
Respect for human diversity
The belief that all children
can learn at high levels
Positive perception of self
and personal meanings
Reflective thinking and
practice of teaching
Positive perception of others
Discovery of one’s purpose
for teaching
Adjustment for individual
differences
Sensitivity to fair treatment of
all students
Appreciation for school and
community involvement
Commitment to ethical and
professional development
Sensitivity to adapt teaching
approaches to meet student
needs and responses
Sensitivity to the appropriate
use of a variety o f classroom
management approaches
Positive motivation of
learners
Value for the importance of
effective communication
Value for people above things

Public
Institution

»
(%)
99/114(86.8)

M
(%)
227/274 (82.8)

0.957

P
.328

105/119(88.2)

244/275 (88.7)

0.020

.888

107/120 (89.2)

218/276 (79.0)

5.892

.015

98/120 (81.7)

224/277 (80.9)

0.035

.852

109/119(91.6)

255/279 (91.4)

0.004

.948

98/115 (85.2)

231/278 (83.1)

0.269

.604

103/118 (87.3)

219/279 (78.5)

4.185

.041

106/120 (88.3)

240/276 (87.0)

0.144

.705

108/121 (89.3)

242/277 (87.4)

0.284

.594

96/117 (82.1)

219/278 (78.8)

0.547

.460

104/118(88.1)

252/281 (89.7)

0.206

.650

108/119(90.8)

249/278 (89.6)

0.130

.719

98/119(82.4)

217/278 (78.1)

0.938

.333

101/118(85.6)

240/279 (86.0)

0.013

.911

106/118 (89.8)

248/279 (88.9)

0.076

.783

93/117(79.5)

204/279 (73.1)

1.783

.182
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at the two religious institutions (see Tables 47 and 48). Chi-square analysis showed a
statistically significant difference between each institution’s response on assessment
during field experiences among preservice teacher candidates.

Table 47
Comparison Between Religiously Affiliated and Public Institutions on Assessment
Intervals fo r Dispositions Among Faculty

Assessment Intervals

Religious
Institutions
71
(%)

Public
Institution
7,
(%)

At the end of each course

5/9 (55.6)

8/13 (61.5)

2.860

.239

Before admission to clinical
practice

5/9 (55.6)

7/12 (58.3)

5.824

.054

During field experiences

6/9 (66.7)

8/12 (66.7)

2.100

.350

At other times

4/5 (80.0)

3/3 (100.0)

0.686

.408

P

Sum m ary
Several similarities and differences emerged among the 3 preservice teacher
education programs investigated. The findings of each research question are summarized
below:
Research question 1 asked the overarching question: In what ways and to what
extent were dispositions included, taught, and assessed in preservice teacher education
programs. This was answered by questions la to le as shown.
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Table 48
Comparison Between Religiously Affiliated and Public Institutions on Assessment
Intervals fo r Dispositions Among Preservice Teacher Candidates

Assessment Intervals

Religious
Institutions
M (%)

Public
Institution
n (%)

At the end of each course

48 (37.8)

152 (54.3)

9.950

.007

Before admission to clinical
practice

51 (42.1)

130 (46.9)

0.876

.645

During field experiences

60 (48.8)

198 (71.5)

19.526

.000

At other times

18(42.9)

54 (56.8)

3.269

.195

P

Research Question la asked'. How were dispositions included into the formal
curriculum? It was found from program directors and the examination of syllabi that (a)
dispositions were presented in one or two separate courses at University A and C, (b)
dispositions were infused into all existing courses at College B and into some existing
courses at Universities A and B, and (c) some dispositions were listed among the course
objectives of some syllabi. The disposition commitment to ethical and professional
development was the most frequently listed disposition in 34 of 39 syllabi, that is, 87.2%
across institutions. At University A, 7 syllabi listed dispositions, while 3 syllabi had no
dispositions listed. At College B, 14 of 16 dispositions were shown on the 13 syllabi
examined. At University C, 3 dispositions were written on all 16 syllabi, 3 dispositions
were not written at all, and of the remaining 10 dispositions, 4 appeared on 56% of the
syllabi and 6 appeared on 50% or less.
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Research question lb asked: To what extent were dispositions taught?
Dispositions were taught briefly, fully, or not at all. All dispositions (see Appendix E)
were taught either briefly or fully by at least 66.7% of professors. Positive perception o f
others and (b) value for people above things were most widely taught. Among preservice
teacher candidates, all 16 dispositions were agreed as taught by at least 80% of them.
Research question Ic asked: In what ways are dispositions taught? Among
faculty in all 3 programs, 92% of them agreed that dispositions were taught by infusion in
existing courses. Fifty-four percent (54%) of faculty and preservice teacher candidates
agreed on faculty assistance to preservice teacher candidates for overcoming dispositional
challenges via (a) private individualized conferences and (b) classroom interactions.
Research question I d asked: To what extent are dispositions assessed? Among
faculty, 12 of 16 dispositions were briefly or fully assessed by over 80% of them.
Preservice teacher candidates agreed that 14 of 16 dispositions were assessed in the
courses taught with over 80% agreement. In terms of assessment interval, field
experiences was agreed to be the most widely used interval among faculty at 67% and
64.5% among preservice teacher candidates.
Research question le asked: In what ways are dispositions assessed?
Dispositions are assessed at different gates in the programs such as (a) prior to the start of
the program, (b) during the semester, (c) during student teaching, and (d) before
obtaining teacher certification. Several methods were also agreed as used, chief among
which were self- reflection papers/journals, class discussions, portfolios, and oral
presentations among faculty and preservice teacher candidates.
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Research question 2 asked: In what ways are teachers formally or informally
trained to teach dispositions? Interview results revealed there was no formal training for
faculty to teach dispositions. Faculty were teaching dispositions based on innate and
acquired knowledge through participatory activities as they occurred on the job.
Research question 3 asked: What suggestions do program directors, faculty, and
preservice teacher candidates have for improving the inclusion, teaching, and assessment
o f dispositions in their preservice teacher education program? Program directors
suggested the need for (a) a reason/rationale for including dispositions in the curriculum,
(b) revision of current dispositions in the program, and (c) additional research of current
developments and student feedback.
Faculty indicated several areas for improvement such as (a) improvements in the
inclusion o f disposition in the curriculum, (b) increased attention to assessment of
dispositions, and (c) training and encouragement for faculty and staff. Preservice teacher
candidates’ suggestions for improvements eentered on (a) obtaining more individualized
help, (b) the introduction o f specialized eourse(s) for teaching dispositions as well as
inclusion in other courses, and (c) teacher modeling of expected behaviors reflective of
appropriate dispositions.
Research question 4 asked: What are the differences between religiously affiliated
and public institutional types in the curriculum, instruction, and assessment of
dispositions in preservice teacher education programs? Findings revealed the major area
o f difference was with the inclusion of dispositions in the curriculum. Among professors,
a higher percentage rate o f agreement on all 16 dispositions taught was observed at the
public institution. Among preservice teacher candidates, however, all 16 dispositions
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were agreed as taught by professors in both institutional types with response rates ranging
from 80-100%. Most dispositions were assessed with a percentage agreement above 80%.
The discussion, conclusions, implications, and recommendations regarding these findings
are presented in chapter 5.
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CHAPTER 5

OVERVIEW, DISCUSSION, CONCLUSIONS, RECOMMENDATIONS,
AND IMPLICATIONS

Purpose o f Investigation
The purpose of this investigation was to explore the ways in which and to what
extent teacher dispositions were included in the curriculum and taught and assessed in
preservice teacher preparation programs. In addition, this study explored whether or not
faculty had received training for teaching dispositions, gathered suggestions for
dispositions improvement in the programs, and, finally, uncovered any institutional-type
differences in 3 selected institutions in Indiana and Michigan in the U.S.A.
The topic o f dispositions in teacher education has become formally important as
an NCATE mandate for (re)accreditation since 2000 (NCATE, 2000). Consequently,
teacher education units accredited by NCATE across the U.S.A. are engaged in various
efforts to incorporate teacher dispositions into their conceptual fi-ameworks and actively
in the classes teacher candidates take, especially preservice teacher candidates within
preservice teacher education programs.

155
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Literature Review
Inclusion of Dispositions in the Curriculum
Dispositions have several meanings, which vary from one institution to the next. These
definitions, however, seem to have one thing in common—they refer to the internal
dynamies o f the teaeher’s personality in terms of attitudes, beliefs, values, ethies, and
commitments which manifest as teacher behavior (INTASC, 1992; Katz, 1993; NCATE,
2004; NBPTS, n.d., Taylor & Wasicsko, 2000). Dispositions are being included in
eourses offered in teacher education programs either by infusion into existing courses
(Olivet Nazarene University, 2004; Winthrop University’s Riehard W. Riley’s College of
Education, 2004; Lander University, 2004) or by the introduction o f separate courses
expressly for teaching dispositions (Eastern Kentucky University, 2004; St. Norbert’s
Teachers’ College, 2004).
Weiner and Cohen (2003) suggested that there seems to be a lack o f consensus as
to how dispositions should be infused into teacher education programs. They propounded
that the first objective of introducing the concept to teacher candidates should be centered
on teacher candidates’ self-exploration o f their own dispositions. A determination should
also be made if there are aetivities or experiences that can transform dispositions
considered “intractable” or “naïve.” Weiner and Smithey (2004) developed a self-help
manual for teacher candidates as a first measure of identifying desirable and undesirable
dispositions. With this self-knowledge, teacher candidates are advised to seek counseling
or other types of assistance to change those dispositions considered undesirable.
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Dispositions Instruction
Many instructional methods are being employed to teach dispositions. Reflection
seems to be one of the most widely used methods (Adkins, 1999; Breese & NawrockiChabin, 2003; Kitsantas & Baylor, 1997; Usher et al., 2003; Valli, 1997). Given the
nature of dispositions as being first internally developed before being expressed as
behaviors, it is believed that encouraging teachers to be reflective will assist in
identifying and managing otherwise unprocessed dispositional effects on behavior
(Palmer, 1998; Yero, 2002). Other methods being used include the inquiry approach
(Lassonde et al., 2004), observation and inferences (Weiner & Smithey, 2004; Usher et
al., 2003) as well as modeling, demonstration of appropriate behaviors, observation of
successful practicing teachers, and discussion groups (Stewart & Davis, 2004; Weiner &
Cohen, 2003).

Dispositional Assessment
Several methods of assessment have been undertaken to measure preservice
teacher candidates’ dispositions. These include the use of journal writing, small-group
problem solving dialogue, position papers, audio- and videotaped lesson plan
assessments, and critical incident critiques (Weiner & Cohen, 2003), portfolios
(Wenzlaff, 1998), and videotapes of teaching practice sessions followed by peer
conferencing (Breese & Nawrocki-Chabin, 2003). Wasicsko and Taylor (2000)
developed and use a perceptual rating scale for assessments that examines the teacher’s
sense of identity with self and others, purpose for teaching and frame o f reference in life
—people or things. Maylone (2002) suggested a committee, including faculty and
cooperating teachers, should be appointed to discuss teacher candidates dispositions
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using the most general guidelines, and, by consensus and wisdom, vote to dispositionally
approve or disapprove them. In most teacher education units, teacher candidates are
assessed in a comprehensive way including field experiences and clinical practice to
obtain state licensing (NCATE, 2004).

Methodology
A mixed-methods approach was used for this investigation. The sample was made
up o f three levels of participants, namely; program directors, faculty members, and
preservice teacher candidates in 3 selected preservice teacher education programs in
Indiana and Michigan. The total number of participants was 458, that is, 3 program
directors/department heads, 24 faculty, and 431 preservice teacher candidates.
With IRB approval, data were collected via interviews, document collections, and
questionnaires. Data analysis was conducted using contingency tables, comparative
analysis (for qualitative items), and chi-square tests for determining statistical
significance among groups. The findings are discussed below.

Discussion of Research Findings
This investigation was organized to answer four research questions (research
question 1 had several subquestions) covering several dimensions of dispositions in
preservice teacher education. The research findings to each of these questions will be
discussed in this section.

Question 1
Research Question la asked: In what ways were dispositions included in the
formal curriculum of the preservice teacher education programs investigated? Research
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results showed NCATE’s mandate for including dispositions in preservice teacher
education programs was being implemented, and dispositions were being infused into
courses at each o f the preservice teacher education programs investigated. Among 24
faculty in the 3 preservice teacher education programs, 92% agreed that dispositions were
being infused into existing courses and 75% agreed they taught dispositions in at least
one course. This compared closely to preservice teacher candidates’ responses of 72%
that dispositions were taught in at least one course. The department chair at University A
stated that dispositions were taught in at least one course with short seminars and other
sessions being held intermittently.
At College B, the program director stated dispositions were infused in all courses
in the program, while at University C the program director indicated dispositions were
taught in at least two courses and infused in others. This finding reflected a similarity
with the practice found in other preservice teacher education programs where many
institutions were infusing dispositions into the curriculum via existing courses (Olivet
Nazarene University, 2004; Lander University, 2004; Winthrop University’s Richard W.
Riley’s College of Education, 2004), while a few had developed specific courses for
teaching dispositions (Eastern Kentucky University, 2004; St. Norbert’s Teachers’
College, 2004).
According to Weiner and Cohen (2003), the goal of including dispositions in the
curriculum should be to assist novice teachers to develop work-related dispositions in
preparation for the challenges o f teaching. In addition, Weiner and Cohen (2003) stated
etery course should include opportunities for teacher candidates to examine their
attitudes and beliefs about the subject matter and develop the habit of reflection. In light
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o f this statement, the infusion of dispositions primarily in one course at University A and
in at least two courses at University C in comparison to infusion in all courses at College
B could lead to the question of adequacy of exposure for preservice teacher candidates.
This concern, however, may be alleviated given that 92% of faculty agreed they are
infusing dispositions in existing courses and at least 72% of preservice teacher candidates
agree.
An examination o f syllabi from each program revealed varying representations of
dispositions listed in course objectives when compared to the list in Appendix E. O f 10
available syllabi examined at University A, 7 syllabi had a maximum of 5 of 16
dispositions listed. Three syllabi had no dispositions listed. This paucity of dispositions
represented on these syllabi suggested more attention could be directed toward a
conscious inclusion o f dispositions on syllabi. Alternately, given that University A had a
dispositions list and accompanying rubric, it may be possible that faculty referenced this
list in their classes rather than include them in course objectives. A likely disadvantage to
such an approach, however, would be that such a list may not be systematically
referenced and visited only at will.
At College B, 14 o f 16 dispositions (see Appendix E) were represented on each of
13 syllabi analyzed. One disposition unmentioned was the belief that all children can
learn at high levels. Checking the dispositions rubric, however, it was noted this
disposition was the first one listed for assessment by both faculty and preservice teacher
candidates. The other unmentioned disposition was value for people above things. This
disposition although not listed could possibly be inferred from guiding principle number
3. In addition, given that College B supported a Christ-centered lifestyle among its
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teacher candidates and all other students, it could be said that placing value on people
above things would be consonant to such practice. With the inclusion o f dispositions on
all syllabi and the infusion of dispositions in all courses, it would be reasonably expected
that graduates of the program should have acquired a sound grasp of dispositions and be
more prepared for the challenges o f the classroom than graduates of University A and C.
At University C, the results were more varied than at College B. O f 16 syllabi
examined, 1 disposition on the list (Appendix E) was written on all 16 syllabi, 1 on 15
syllabi, and 1 disposition on 10 syllabi. Three dispositions were not written on any of the
16 syllabi. O f the remaining 10 dispositions, 3 appeared on 56% o f the syllabi while the
remaining 7 appeared on less than half of the 16 syllabi. Commitment to professionalism,
diversity and technology integration were three dispositions written on all syllabi as the
institution’s commitment to development in this area. Therefore, these are 3 dispositions
with which all preservice teacher candidates should be familiar by graduation. Like
University A and College B, this program also had a dispositions list and accompanying
rubric which could serve as a second source for referencing dispositions. As may happen
in the case of University A, the drawback could be lack of systematic reference and
inclusion by faculty in daily class interactions.
Comparing the results across programs, it was observed that the dispositions from
Wasicsko’s perceptual psychology approach were not heavily represented on the syllabi
of 2 of the 3 programs investigated. These dispositions, namely (a) positive perception o f
self and personal meanings, (b) positive perception o f others, (c) discovery o f one’s
purpose fo r teaching, and (d) value fo r people above things, were best represented on the
syllabi of College B. Dispositions a, b, and c were represented on all 13 syllabi but

R ep ro d u ced with p erm ission o f th e copyright ow ner. Further reproduction prohibited w ithout perm ission.

162

disposition d was not represented. The disposition perception o f se lf and personal
meanings appeared on one syllabus at University A but on no syllabus at University C.
The disposition positive perception o f others appeared on 1 syllabus at University
A and on 2 syllabi at University C. The disposition discovery o f one’s purpose fo r
teaching did not appear on any syllabus at University A and appeared on 1 syllabus at
University C. The disposition value fo r people above things appeared on no syllabus in
any of the institutions. The development of these dispositions is considered very germane
to the teaching learning environment and it was surprising to see their sparse
representation on the syllabi at Universities A and C. Although not well represented on
syllabi across programs, in every program at least 75% of faculty agreed they were
teaching these four dispositions as full topics (see Table 11). Preservice teacher
candidates confirmed the teaching of these dispositions also by at least 83% agreement
(see Table 12).
At College B and University C, the majority o f faculty members (75% and 66.7%
respectively) had been teaching for 17+ years. This suggested faculty very likely had a
wealth of experience, knowledge, and dispositions that could be transmitted to preservice
teacher candidates. At least 92% of faculty across the 3 institutions agreed they infused
dispositions into the courses they taught. This was a positive result when compared with
the representation of dispositions in the syllabi o f Universities A and C in particular. It
suggested faculty very likely considered dispositions important as part o f their instruction
even though they had omitted them from their syllabi. Such a scenario could be
representative of the hidden curriculum that is taught implicitly and unintentionally and is
a source for the transmission o f values. According to Power and Kohlberg (1986) no
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matter what principle may be presented, the hidden curriculum of the school presents the
real curriculum for values education.
Research Question lb asked: To what extent are dispositions taught? From the
dispositions list of this investigation (see Appendix E), professors were asked to state
whether they taught these dispositions briefly, as a full topic, or not at all in regular
courses. Among a total o f 24 faculty in the 3 institutions, at least 66.7% of professors
were teaching dispositions either briefly or fully. In fact, 9 of these 16 dispositions were
taught by over 80% of professors in all 3 institutions. The 2 dispositions with highest
percentage agreement of being taught briefly or fully were positive perception o f others
and value fo r people above things. Among preservice teacher candidates, all 16
dispositions were agreed as taught by at least 80% o f professors (see Table 12). While
vddue fo r people above things was agreed to be one of the two most widely taught
dispositions among professors, among preservice teachers it received the lowest
percentage rating of 83.5%. If 83.5% represents the lowest level o f agreement among
preservice teacher candidates on dispositions taught to them, then it can be inferred that
preservice teacher candidates are receiving the instructions presented by professors on
dispositions.
The high percentage response among professors and preservice teacher candidates
on dispositions being taught is a remarkable result, which suggests that transference in
the teaching learning process is active (Dewey, 1930; Kamradt & Kamradt, 1999;
Marzano & Pickering, 1997). It also indicates the seriousness with which faculty are
treating the inclusion and teaching o f dispositions in their existing courses even though
they have not been formally trained to do so. This is consonant with the approach being
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taken in other institutions (Drury University; 2004; St. Norbert’s Teachers’ College,
2004; Winthrop University’s Richard W. Riley College of Education, 2004) where
professors are seriously infusing and teaching a selected list of dispositions into their
existing courses and learning as they go.
It is interesting also that the two dispositions most widely selected by professors
are from Wasicsko et al.’s (2002) model derived from perceptual psychology, which was
developed at Eastern Kentucky University, Richmond. Professors in this investigation
may or may not have heard of such an approach to the study of dispositions and therefore
their selection could be indicative of universal values (Palmer, 1998; Power & Kohlberg,
1986; Yero, 2002) embedded in Wasicsko’s model that are common to professors and
humankind in general.
It was observed that each preservice teacher education department had its own
definition of and list of dispositions. In each case, program directors stated these lists of
dispositions had an accompanying rubric and were used as checklists completed at
different points or gates in the program by preservice teacher candidates and faculty for
assessment purposes. Program directors also stated the same list of dispositions was used
for both undergraduate and graduate programs. This was true for all 3 institutions.
Several o f the institutions reviewed also have a dispositions list and accompanying rubric
(Gallaudet, 2004; Lander University, 2004; Illinois State University, 2004). Having a
dispositions list and rubric should enable a certain degree of familiarity and dispositional
awareness by preservice teacher candidates given they use these dispositions for selfassessment prior to their official assessment in respective programs.
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Research Question Ic asked: In what ways were dispositions taught in the
preservice teacher education programs investigated? At University A, one course had
been developed specifically for teaching dispositions. Additionally, dispositions were
taught through presentations in departmental assemblies, in summer institutes, and
student teaching seminars. At College B dispositions were infused in all courses.
Scenarios were also read and evaluated by faculty at checkpoints throughout the program.
At University C, two courses with particular emphasis on dispositions were offered every
semester, every year, and dispositions were also infused into other courses by instructors.
Except for a few institutions which expressly state the creation of specialized
courses for teaching dispositions (Eastern Kentucky University, 2004; St. Norbert’s
Teachers’ College, 2004), infusing dispositions into existing courses seems to be the
predominant strategy used for teaching dispositions in preservice teacher education
programs in the U.S.A. Consequently, Universities A and C may be among the few
institutions around the nation developing specialized courses to teach dispositions. It is
arguable, however, as to whether or not one or two specialized courses can have the same
impact on preservice teacher candidates’ inculcation and practice of desirable
dispositions as can be attained by consistent infusion into all courses as practiced at
College B.
Findings also revealed faculty in all 3 institutions were assisting preservice
teacher candidates to overcome dispositional challenges through private conferencing or
various classroom activities. At least 54% of faculty and preservice teacher candidates
across all 3 institutions agreed assistance was being provided to overcome dispositional
challenges. Both groups agreed on the same types of assistance—private conferencing
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and various classroom activities. This result is positive but small, in that more faculty can
get involved with assisting preservice teacher candidates to overcome dispositional
challenges. Preservice teacher candidates suggested more professor assistance and
modeling as two techniques to help them acquire these dispositions.
Research Question Id asked: In what ways were dispositions assessed? Across all
three institutions among faculty, the most widely used methods of assessments for
dispositions were self-reflection papers/journals (95.8%), class discussions and
observations (91.7%), and portfolios (83.3%). Preservice teacher candidates selected
class discussions (92.8%) and self-reflection papers/journals (88.9%) as the primary ways
in which dispositions were being assessed. The least used method among faculty across
all 3 institutions was human relations incidents at 33.3%. Preservice teacher candidates
reported its use at 5.5% (see Table 33). The two highest rated methods among professors
and preservice teacher candidates were the same, except in reverse order.
According to Brookhart (1999), the completion of the assessment process
provides data for evaluation of students’ achievement, which is usually done using
scientific techniques such as checklists and tests. However, these dispositions assessment
methods agreed on by faculty and preservice teacher candidates do not support the
customary standardized measurement of students’ performance, that is, they are not
readily gradable. Therefore, as Freeman (2003) suggested, assessment of dispositions
may necessitate a paradigm shift from social science to moral science, which can deal
with the issues o f situational contingencies, patterns of action, and a new way of talking
and judging that are not based on counting and scaling. Such a position is consonant with
educational researchers who advocate a process whereby preservice teachers may be led
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to recognize their dispositions for teaching by reflecting on their thoughts, feelings, and
meanings about being a teacher (Breese & Nawrocki-Chabin, 2003; Usher et al., 2003;
Wasicsko et al., 2004; Wenzlaff, 1998) as usually occurs with the help o f self-reflection
papers/journals and class discussions.
It was not surprising that the Human Relations Incident Report method of
assessment received the lowest percentage agreement among professors and preservice
teacher candidates. Human Relations Incident Report is a relatively new assessment
technique designed especially for measuring dispositions on four dimensions: perception
of self, others, one’s purpose in life, and frame of reference (Wasicsko et al., 2002). The
effective use of this strategy requires familiarity with the creation and administration of
scenarios and consequent scoring using a perceptual rating scale. Training for professors
in this regard would be encouraged.
Research Question le asked: To what extent were dispositions assessed? For the
16 dispositions listed in the faculty’s and teacher candidates’ questionnaires (see
Appendixes B & C) that faculty and teacher candidates agreed were being taught, results
indicated these 16 dispositions were being adequately assessed. Among professors, 12 of
16 dispositions were assessed by over 80% of them, while preservice teacher candidates
agreed 14 of 16 dispositions were assessed in the courses taught with over 80%
agreement (see Tables 22 & 23). Several assessment intervals were also used.
Assessment during field experiences and at the end o f courses was agreed on by
professors and preservice candidates as widely favored. It was observed also that the
response option ‘at other times’ had a proportional difference that was statistically
significant for University A. This is one response that could be further explored as it
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might lead to other effective assessment intervals. The strong positive agreement on
assessment completion in these 3 institutions is commendable given this is one aspect
practitioners wrestle with as how best to undertake it (Breese & Nawrocki-Chabin, 2003;
Lassonde et al., 2004; Maylone, 2002). McKnight (2004) suggested that dispositions
assessment lends itself to judgment calls over time rather than the precision characteristic
of knowledge assessments. He stated:
By the time college students are designated teacher candidates, transmission and
assessment of dispositions are misguided and too late, unless one takes the
position college students are still children, and colleges o f education will have
access to them for more than two to four years, (p. 227)

Research Question 2
Research Question 2 asked: In what ways were faculty formally or informally
trained to teach dispositions? Faculty in all 3 preservice teacher education programs were
not specifically trained to teach dispositions. They stated that about 41.6% o f them had
attended a seminar on dispositions in teacher education. If this is the case, then another
58% would likely not have heard about dispositions in a formal sense. Over 66% of them
stated they were introduced to dispositions as a requirement for preservice teacher
education programs while on the job.
This implies most of them would not have been exposed to this area before
meeting it on the job and most likely did not have any training on this topic during their
formal training process. It was interesting to note, however, that although not formally
trained to teach dispositions, 75% of faculty across all 3 preservice teacher education
programs agreed they were teaching dispositions in at least one course, and over 83% of
faculty were sharing information regarding dispositions.
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At College B it was noted that all faculty agreed they taught dispositions in all
courses. If faculty were teaching dispositions without being formally trained to do so, is it
possible they had been doing so as an inherent component to the teacher education
process long before NCATE introduced it? Is it possible that helping preservice teacher
candidates acquire desirable dispositions comes with the ‘territory’? If this were the case,
it would apparently be approximating the ideal; however, it has also been recognized
such an ideal would likely remain an approximation unless formally introduced.

Research Question 3
Research Question 3 asked: What suggestions did program directors, faculty, and
preservice teacher candidates have for improving the inclusion, teaching, and assessment
of dispositions in their program? Program directors stated four ways in which
dispositions in their respective programs could be improved. They desired more
education of preservice teacher candidates regarding what are dispositions and why
dispositions are important, with feedback included from them. In addition, the revision o f
current lists of dispositions was necessary as well as the improvement of documentation
of dispositions.
Faculty suggested improvements in the inclusion o f dispositions in the
curriculum, increased attention to assessment o f dispositions, and the training and
encouragement for faculty and staff. It was interesting to note these faculty responses
were consonant with the findings of the research in these areas (Breese & NawrockiChabin, 2003; Freeman, 2003; Usher et al., 2003; Wasicsko et al., 2004; Wenzlaff, 1998)
where professors are actively trying new approaches and learning as they go along. The
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field being new, there is no standardization of any particular practice for curriculum
inclusion or assessment, much less training for professors within each program.
While recognizing the need for more individualized help, preservice teacher
candidates also suggested the introduction of specialized course(s) for teaching
dispositions as well as inclusion in existing courses. One unexpected suggestion was
teacher modeling of expected behaviors reflective of appropriate dispositions. This was
considered significant given faculty can get into a modus operandus of concentrating on
content to a decrease in awareness of their non-verbal impact on students (Katz, 1993;
Lickona, 1999; McBride et al., 2002; Mueller, 2001). This suggestion therefore was a
call for faculty to be more aware of their potential for transmitting desirable dispositions
non-verbally than via theory.

Research Question 4
Research Question 4 asked: Are there differences between religiously affiliated
and public institutional types in the curriculum, instruction, and assessment o f
dispositions in preservice teacher education programs? The main area of difference was
with the inclusion of dispositions in the curriculum. In all institutions dispositions were
included in the formal curriculum via existing courses or one or two specialized courses.
At the religiously affiliated institutions, however, there were additional opportunities for
dispositions inclusion in the informal curriculum through class-based devotional readings
or talks, prayer, departmental assemblies, campus ministries, integration o f faith with
subject areas, and community and overseas outreach projects.
This pattern was similar to the practices identified in religiously affiliated
institutions (Olivet Nazarene University, 2004; St. Norbert’s Teachers’ College, 2004).
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None o f these activities were indicated at University C except for participation in field
projects completed for fulfilling course requirements. It was noted, however, that there
was a greater representation of dispositions on the syllabi of the public institution than at
one of the two religiously affiliated institutions.
On the dispositional lists, one of seven categories of dispositions at University A
listed spiritual dispositions. The spiritual disposition category at University A was the
educator is a moral example. This category had 5 accompanying dispositions, that is, 5 of
55 dispositions). At College B, 2 of 8 dispositions on their dispositional list referenced
spiritually related dispositions—a strong call to serve and to nurture students with
patience and humor and the development o f a sense o f self as an educational reflective
leader. These 2 dispositions were presented as Christ-centered core values of the
program. University C did not have any expressed dispositions relating to the spiritual
dimension.
Although dispositions listed in the respective preservice teacher education
programs were promotive of positive cognitive, socio-emotional, and psychological
dispositions, the inclusion of spiritual dispositions could be expanded. This position is
posited on the basis o f many beneficial effects of spiritual development (Martsolf &
Mickley, 1998). Astin (2004) stated that students in higher education are showing
increasing interests in spiritual dispositions. Is it possible then that preservice teacher
candidates exposed to the development of spiritual dispositions in their preservice teacher
education programs may become more effective teachers than fellow teacher candidates
not having such holistic exposure in their preservice teacher education program?
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If a conclusive statistically significant relationship can be identified between
spirituality and effective teaching, what opportunities could be provided for preservice
teacher candidates who are in public education to integrate this dimension into their
education? In addition, the question could be asked, “Is there a possibility that faculty
who exhibit spiritual dispositions might show a positive correlation between such
behaviors and effective teaching of dispositions?” This may be true given the finding that
preservice teacher candidates do look to faculty to model expected behaviors.
In terms o f dispositions instruction, both institutional types were teaching
dispositions; however, a larger percentage of faculty at the public institution were
teaching more dispositions than at the religiously affiliated institutions. However, faculty
assistance to preservice teacher candidates for overcoming dispositional challenges was
slightly higher at the religiously affiliated institutions than at the public institution. The
assessment o f dispositions showed higher percentage agreements among faculty and
preservice teacher candidates at the public university than at the religiously affiliated
institutions.

Conclusions
Despite the issues relating to the inclusion of dispositions in preservice teacher
education programs, several conclusions can be drawn fi'om the investigation:
1. Dispositions are being included into the curriculum mainly by infusion into
existing courses and by fewer specialized courses in all 3 programs.
2. Dispositions are taught by at least 66.7% of professors in all 3 institutions. This
level of agreement is even higher among preservice teachers as over 80% state they are
being taught dispositions in current courses.
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3. Professors and preservice teachers agree at 54% on faculty assistance to
preservice teacher candidates with dispositional challenges.
4. Dispositions were being assessed by professors and corroborated by preservice
teacher candidates with over 80% agreement among them.
5. A higher percentage agreement was obtained from professors in the public
institution of teaching and assessing dispositions than in the religiously affiliated schools.
The converse was assumed. Religiously affiliated programs offered more opportunity for
spiritual dispositional development than their public counterpart.
6. Professors were not formally trained to teach dispositions but they are teaching
it mainly from personal research.
7. Program directors, faculty, and preservice teacher candidates have made
suggestions that can be incorporated into a change model that could improve the
presentation of dispositions to preservice teacher education.

Recommendations for Practice
From the results o f this investigation, the following recommendations are made:
1.

Provide appropriate training opportunities for professors. Since dispositions

have been mandated for preservice teacher education programs and (re)accreditation is
partly dependent on its alignment to the conceptual framework o f teacher education
programs, teacher trainers in preservice teacher education programs would be positively
assisted by receiving appropriate training to offer quality instruction in the area of
dispositions. With such an improvement, after a 5-10-year period of this ongoing
training, quite a large number of teachers would have been trained with a more holistic
and committed approach to teaching than is currently the situation. It is quite likely that
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if teachers can conceive of their profession as a calling and a means of serving humanity
then their attitude to the challenges of the profession, including low pay, may change,
which could in turn reduce the high rate of turnover in the profession.
2. The feasibility of increasing the number of individual courses dedicated to
teaching dispositions in the preservice teacher education program at University A and
University C should be considered. Such an increase would expand the intentional level
of exposure preservice teacher candidates get to dispositions and the provision of more
assistance to them. Since 54% of preservice teacher candidates stated that faculty were
assisting them to overcome dispositional challenges, an increase o f topics on dispositions
into additional courses would increase this benefit in addition to private conferences.
3. While faculty are actively teaching most dispositions (see Appendix E), as
suggested by preservice teacher candidates, more faculty modeling of desirable
dispositions is desired. This suggestion by preservice teacher candidates is suggestive of
the need to see and hear what desirable dispositions are like.
4. Occasional town hall meetings with preservice teacher candidates could be held
to consider suggestions they make for improvement of dispositions presentation in their
respective program. Their input should be treated as valuable given they are the recipients
of faculty efforts and also due to the deviations between teaching and learning outcomes.
For example, as reflected in the findings, in most instances, preservice teacher candidates
and faculty differed in their responses on the questionnaires, although not of statistical
significance. In addition, their voice is silent in the literature on dispositions as well in
localized initiatives on their behalf.
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5.

Ways could be explored for encouraging spiritual dispositions in the preservice

teacher education program of public institutions without violation of the statute of
separation of church and state. Preservice teacher candidates at University A and College
B have the exposure and encouragement to use Christ-centered values as guiding
principles for their lives. A possible approach could be through accepted forms such as
the creative arts and service learning. According to Astin (2004), “almost all aspects of
the student’s academic, personal, and moral development are favorably influenced by
participation in service learning, and the teachers themselves are also often transformed
by teaching such courses” (p. 2).

Recommendations for Further Study
Since only 3 preservice teacher education programs were investigated, and since
there was much uniqueness in the presentation o f dispositions in each program, it would
be worthwhile to continue an investigation o f this nature to see what is oceurring in
similar programs across Michigan and Indiana.
The area of perceptual psychology for studying dispositions may be worthy of
investigation given that it focuses on the concepts of perception, characteristies, and
consequent behaviors rather than a singular focus on behaviors and consequent
modifications. In addition, with the development of a perceptual rating scale and the
human relations incident assessment technique (Wasicsko et al., 2002), an investigation
could deepen the understanding of dispositions with particular reference to teacher
education. It would also be worthwhile to continue an investigation into the direct link
between dispositions and consequent behaviors and monitor for effectiveness in the
teaching learning process of preservice teacher candidates. Arising fi-om the literature
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Figure 4. The dispositions-behavior cycle.
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review and investigation of dispositions the following dispositions-behavior cycle as
presented in Figure 4 has been developed as a synthesis of factors that may be meaning
ful in an attempt to understand the link between dispositions and behavior.
Such a model could be used as the framework for undertaking an empirical study.
Step 1 o f this Dispositions-Behavior Cycle refers to internal triggers such as thoughts,
feelings, beliefs, values, and attitudes that may be impacted by external sensory input
(Yero, 2002). This mix of internal and external data helps the teacher to develop
perceptions and meanings of his/her world (step 2). As meaning is derived from this mix
o f data, in the case where more than one alternative is considered, choice arises (step 3).
For example, a teacher may ponder: “Since it is raining outside, should I read the children
a story or should I let them play outside, anyway?” The selection of one path/option then
stimulates action (step 4). The outcome of this action will engender personal reflection
and likely critique from those affected.
This feedback (step 5) will then be interpreted and evaluated by the teacher and
later become a trigger for stimulating a new or adjusted understanding of reality. This
cycle may be repeated numerous times each day, every day of the teacher’s life. This
model may also be applied to human beings in general. To one degree or another, the
decisions to include, teach, and assess dispositions in the preservice teacher education
program o f institutions is impacted by the silent operation of this dispositions-behavior
cycle. This may be true in light of NCATE’s mandate for the inclusion of dispositions
into the conceptual framework o f teacher education.
I close with a thought from Holmes (1999) that an educated person is a virtuous
person, a person possessed, first, of spiritual virtues, then moral virtues, followed by
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intellectual virtues, and finally by the virtues that lead to responsible, civic actions.
Preservice teacher candidates can only benefit from becoming wholly educated, inclusive
of the practice o f spiritual dispositions among the dispositions included in the curriculum
that are taught and assessed.
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Code o f Ethics of the Education Profession
Preamble
The educator, believing in the worth and dignity o f each human being, recognizes the
supreme importance o f the pursuit o f truth, devotion to excellence, and the nurture o f the
democratic principles. Essential to these goals is the protection o f freedom to learn and
to teach and the guarantee o f equal educational opportunity fo r all. The educator accepts
the responsibility to adhere to the highest ethical standards.
The educator recognizes the magnitude o f the responsibility inherent in the teaching
process. The desire fo r the respect and confidence o f one's colleagues, o f students, o f
parents, and o f the members o f the community provides the incentive to attain and
maintain the highest possible degree o f ethical conduct. The Code o f Ethics o f the
Education Profession indicates the aspiration o f all educators and provides standards by
which to judge conduct.
The remedies specified by the NEA and/or its affiliates fo r the violation o f any provision
o f this Code shall be exclusive and no such provision shall be enforceable in any form
other than the one specifically designated by the NEA or its affiliates.

PRINCIPLE I

Commitment to the Student
The educator strives to help each student realize his or her potential as a worthy and
effective member of society. The educator therefore works to stimulate the spirit of
inquiry, the acquisition of knowledge and understanding, and the thoughtful formulation
of worthy goals.
In fulfillment of the obligation to the student, the educator—
1.
2.
3.
4.
5.
6.

Shall not unreasonably restrain th e stu d en t from Independent action in th e pursuit of
learning.
Shall not unreasonably deny the student's a c c e ss to varying points of view .
Shall not deliberately suppress or distort su b ject m atter relevan t to th e student's
progress.
Shall make reasonable effort to protect th e stu d en t from conditions harmful to
learning or to health and safety.
Shall not intentionally e x p o se the stu d en t to em b a rra ssm en t or d isparagem ent.
Shall not on the basis of race, color, creed, se x , national origin, marital sta tu s, political
or religious beliefs, family, social or cultural background, or sexu al orientation,
unfairly—
a. Exclude any student from participation in an y program

b. Deny benefits to any student
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C.

7.
8.

Grant any advantage to any student

Shall not use professional relationships with students for private a d van tage.
Shall not disclose information about students obtained in the course o f professional
serv ice unless disclosure serves a compelling professional purpose or is required by
law.

PRINCIPLE II

Commitment to the Profession
The education profession is vested by the public with a trust and responsibility requiring
the highest ideals of professional service.
In the belief that the quality of the services of the education profession directly influences
the nation and its citizens, the educator shall exert every effort to raise professional
standards, to promote a climate that encourages the exercise of professional judgment, to
achieve conditions that attract persons worthy of the trust to careers in education, and to
assist in preventing the practice of the profession by unqualified persons.
In fulfillment of the obligation to the profession, the educator—
1.
2.
3.
4.
5.
6.

7.
8.

Shall not in an application for a professional position deliberately m ake a false
sta tem en t or fail to disclose a material fact related to co m p eten cy and qualifications.
Shall not m isrepresent his/her professional qualifications.
Shall not a ssist any entry into the profession of a person known to be unqualified in
resp ect to character, education, or other relevant attribute.
Shall not knowingly make a false statem en t concerning th e qualifications o f a
candidate for a professional position.
Shall not a ssist a noneducator in the unauthorized practice of teach in g.
Shall not d isclose information about colleagu es obtained in th e course o f professional
service u nless disclosure serv es a com pelling professional purpose or is required by
law.
Shall not knowingly make false or m alicious sta tem en ts about a c o llea g u e.
Shall not accep t any gratuity, gift, or favor that m ight impair or appear to influence
professional decision s or action.

Adopted by the NEA 1975 Representative Assembly
Retrieved November 4,2004 from http://www.nea.org/code.html.
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Andrews University
Teaching, Learning and Curriculum Department
Dispositions in Teacher Education (DTE)
April 6,2005
Teacher Candidate Questionnaire

Dear Teacher Candidate:
Please find attached a questionnaire on Dispositions in Preservice Teacher
Education. This questionnaire has been prepared as part of a research
project to explore how dispositions are being taught/learned and measured in
the teacher education program of three Departments of Education in South
West Michigan and Northern Indiana. Your participation in completing this
questionnaire will be appreciated and your responses will add to the growing
body of knowledge in this area. The results will be used for research
purposes only. Your participation is voluntary and you may stop at any time.
No compensation will be offered. Please do not write your name on the
questionnaire

as

results will

be

presented

anonymously. Read the

instructions to each question before proceeding. When finished place your
questionnaire in the envelope, seal it and deliver it as instructed. Thanks for
your participation.
Andrea Baldwin, Ph. D candidate

Investigator
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Teacher Candidate Questionnaire

Dispositions in Preservice Teacher Education (DPTE)

Circle a number from the scale below to show how much you agree or
disagree with each statement (1= strongly agree, 2= agree, 3=neutral,
4=disagree and 5=strongly disagree).
1 .1 am taught dispositions in at least one course in this preservice teacher
education program

1 2 3 4 5

2. My faculty assist me in overcoming dispositional challenges

1 2 3 4 5

Circle a number from the scales below to indicate the extent to which you
have been taught and assessed the following dispositions in your preservice
teacher education program (l=not at all, 2=briefly taught or assessed, 3=full
topic or assessment)
Taught

Assessed

3. Commitment to a conducive classroom environment

1 2 3

1 2 3

4. Respect for human diversity

1 2 3

1 2 3

5. The belief that all children can learn at high levels

1 2 3

1 2 3

6. Positive perception o f self and personal meanings

1 2 3

1 2 3

7. Reflective thinking and practice of teaching

1 2 3

1 2 3

8. Positive Perception of others

1 2 3

1 2 3

9. Discovery of one’s purpose for teaching

1 2 3

1 2 3

10. Adjustments for individual differences

1 2 3

1 2 3

11. Sensitivity to fair treatment of all students

1 2 3

1 2 3
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Taught

Assessed

12. Appreciation for school and community involvement

12 3

12

3

13. Commitment to ethical and professional development

12 3

12 3

12 3

12

classroom management approaches

12 3

12 3

16. Positive motivation of learners

12 3

12

3

17. Value for the importance of effective communication

12 3

12

3

18. Value for people above things

12 3

12

3

14. Sensitivity to adapt teaching approaches to meet
student needs and responses

3

15. Sensitivity to the appropriate use of a variety of

Place a checkmark below to show all the methods that your
instructors/faculty use for assessing your dispositions
19. □ Oral presentations

□ Written papers

□ Portfolios

□ Class discussions

□ Self-reflection papers/journals

□ Teaching practice

□ Group work

□ Case study Report

□ Human Relations Incident Report

□ Rubrics/checklists

□ Observation of behavior during class

□ Test

□ Others a)

b)

Circle a number from the scale below to show how much you agree or
disagree with each statement (1= strongly agree, 2= agree, 3=neutral,
4=disagree and 5=strongly disagree).
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20. Most faculty assess our dispositions:
At the end of each course of teaching about dispositions

12 3 4 5

Before admission to clinical practice

12 3 45

During field experiences

12 3 45

At other times

1 2 3 4 5

21. How do your professors help you to overcome dispositional problems?

22. What two suggestions would you make for improving how dispositions
are presented in this preservice teacher education program?
a) _______________________________________________________
b) _______________________________________________________

For questions 23-24, check the response which best applies
23. □ First year
24. □ Male

□ Sophomore

□ Junior

□ Senior

□ Female

25. What is your major?________________________________
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Andrews University
Teaching, Learning and Curriculum Department
Dispositions in Teacher Education (DTE)
April 6, 2005
Faculty Questionnaire

Dear Faculty member:
Please find enclosed a questionnaire on Dispositions in Teacher Education.
This questionnaire has been prepared as part of a research project to explore
how dispositions are being taught and measured in the teacher education
program of three Departments of Education in South West Michigan and
Northern Indiana. Your participation in completing this questionnaire will
be appreciated, and will add to the body of knowledge available on this
subject. The results will be used for research purposes only. Your
participation is voluntary and you may stop at any time. No compensation
will be offered. Please do not write your name on the questionnaire because
the results will be presented anonymously. Read the instructions to each
question before proceeding. Place completed questionnaire in envelope
provided. Thanks for your participation.

Andrea Baldwin, Ph. D candidate

Investigator
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Faculty Questionnaire
Dispositions in Preservice Teacher Education (DPTE)

Circle a number from the scale below to show how much you agree or
disagree with each statement (1= strongly agree, 1 - agree, 3=neutral,
4=disagree and 5=strongly disagree).
1 .1 teach dispositions in at least one course in the preservice teacher
education program

1 2 3 4 5

2 . 1 assist teacher candidates to overcome dispositional challenges

1 2 3 4 5

Circle a number from the scales below to indicate the extent to which you
have taught and assessed the following dispositions (l=not at all, 2=briefly
taught or assessed, 3=full topic or assessment)
Taught

Assessed

3. Commitment to a conducive classroom environment

1 2 3

1 2 3

4. Respect for human diversity

1 2 3

12 3

5. The belief that all children can learn at high levels

1 2 3

1 2 3

6. Positive perception of self and personal meanings

1 2 3

1 2 3

7. Reflective thinking and practice of teaching

1 2 3

1 2 3

8. Positive Perception of others

1 2 3

1 2 3

9. Discovery of one’s purpose for teaching

1 2 3

1 2 3

10. Adjustments for individual differences

1 2 3

1 2 3

11. Sensitivity to fair treatment of all students

1 2 3

1 2 3
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Taught

Assessed

12. Appreciation for school and community involvement

12

3

12

3

13. Commitment to ethical and professional development

12

3

12

3

12

3

12

3

classroom management approaches

12

3

12 3

16. Positive motivation of learners

12

3

12

3

17. Value for the importance of effective communication

12

3

12

3

18. Value for people above things

12

3

12

3

14. Sensitivity to adapt teaching approaches to meet
student needs and responses
15. Sensitivity to the appropriate use of a variety of

Circle a number from the scale below to show how much you agree or
disagree with each statement (1= strongly agree, 2 - agree, 3=neutral,
4=disagree and 5=strongly disagree).
19.1 infuse elements of disposition throughout the courses I teach

12 3

45

teacher candidates has been on the job

12 3

45

2 1 .1 have attended seminars on dispositions

12 3

45

22. My colleagues and I share information about teaching dispositions 1 2 3

45

2 3 .1 teach dispositions mainly from personal research

45

20. My introduction to dispositions as a requirement for preservice

12 3

Place a checkmark in each box to show which methods you use for assessing
dispositions then circle the number which best represents your frequency o f
use of those methods (5= always, 4 = often, 3 = sometimes, 2 = rarely, 1 =
never).
24. □ Oral presentations

1 2 3 4 5

□ Field experience

1 2 3 4 5
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□ Research papers

1 2 3 4 5

□ Written papers

1 2 3 4 5

□ Portfolio

1 2 3 4 5

□ Group work

1 2 3 4 5

□ Case study

1 2 3 4 5

□ Tests

12 3 4 5

□ Class discussions

12 3 4 5

□ Self-reflection papers/journals

12 3 4 5

□ Human Relations Incident

12 3 4 5

□ Clinical experiences

12 3 4 5

□ Observation of behavior in class

12 3 4 5

Circle a number from the scale below to show bow much you agree or
disagree with each statement (1= strongly agree, 2= agree, 3=neutral,
4=disagree and 5=strongIy disagree).
25.1 assess for teacher candidate dispositions:
At the end of each course of teaching about dispositions

12 3 4 5

Before admission to clinical practice

12 3 45

During field experiences

12 3 45

At other times

1 2 3 4 5

26. How do you help teacher candidates to overcome dispositional challenges?
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For questions 27-29, place a checkmark in the box for the response which
best applies
27. Faculty Status

□ Full-time

□ Part-time

28. Professional Status □ Instructor

□ Assistant Professor

□ Associate professor

□ Professor

29. Years o f Total Teaching Experience (K-12 + College)
□ 1-5 years

□ 6-10 years

□ 11-16 years

□ 17+ years

30. What two suggestions would you make for improving how dispositions
are presented in the teacher education program?
a ) ____________________________

b ) _____________________________
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Interview Questions for Program Directors/Associate Directors

1. In what year was Dispositions for Teachers included into the curriculum of the
teacher education program of this institution?
2. What was the main reason for including dispositions as part of the teacher
education program at this institution?
3. How did you derive the dispositions developed for the teacher education
program?
4. Are these dispositions the same as for graduate programs? If no, how are they
different?
5. Through what documents are dispositions for the curriculum communicated to
faculty?
6. How are faculty members at this institution prepared to teach dispositions?
7. How are dispositions assessed in the teacher education program?
8. If students are assessed as needing to develop certain dispositions, how is this
done?
9. Are there separate courses that are presented on teacher dispositions or, are
presentations on dispositions infused into existing courses?
10. How many courses in dispositions are offered in each year o f the teacher
education program, if any? Is there a list available?
11. What learning experiences/activities other than formal classes exist where
students may leam or practice the new teacher dispositions that they are
acquiring?
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12. How have students been responding to these courses/dispositions in the
curriculum?
13. What are some of the challenges that are faced with including dispositions
into the teacher education program?
14. What have been some of the benefits of including dispositions in the teacher
education program?
15. In what ways can dispositions in the teacher education program be improved?
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Teacher Dispositions (Baldwin, 2005)
Based on an eclectic conceptual framework the following dispositions
have been carefully selected as a summary of the four perspectives presented:
As far as possible teacher candidates should be encouraged to think, feel
and exhibit the following dispositions:
1. Commitment to a conducive classroom environment
2. Respect for human diversity
3. The belief that all children can leam at high levels
4. Positive perception o f self and personal meanings
5. Reflective thinking and practice o f teaching
6. Positive perception of others
7. Discovery of one’s purpose for teaching
8. Adjustments for individual differences
9. Sensitivity to fair treatment o f all students
10. Appreciation for school and community involvement
11. Commitment to ethical and professional development
12. Sensitivity to adapt teaching approaches to meet student needs and responses
13. Sensitivity to the appropriate use o f a variety of classroom management approaches
14. Positive motivation o f learners
15. Value for the importance of effective communication
16. Value for people above things
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P r e s e r v ic e T e a c h e r E d u c a tio n

S y lla b i R e v ie w :

University A

Syllabus lA —Principles of Teaching and Learning
Syllabus 2A—Classroom Testing and Evaluation
Syllabus 3A—Philosophical and Social Foundations of Education
Syllabus 4A— Strategies for Educating Exceptional & Diverse Learners
Syllabus 5A—Elementary language Arts Methods & Developmental Reading Methods
Syllabus 6A—Elementary social Studies and Character Education Methods
Syllabus 7A—Elementary methods in Science/Health
Syllabus 8A—Advanced Methods for Elementary Classroom
Syllabus lOA—First Days of Teaching
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P r e s e r v ic e T e a c h e r E d u c a tio n
S y lla b i R e v ie w :

College B

IB—Reading Problems
2B—Mathematics Methods
3B—Curriculum and Instruction: Physical Education
4B— Secondary Curriculum-Social Studies
5B—Educational Psychology: Secondary
6B—Children’s and Yoimg Adolescent Literature
7B—Curriculum Studies: Math
8B— Secondary Science Methods
9B—Middle School Curriculum & Instruction
lOB—Adaptations and Assessment
1IB—Child Development Practicum
12B—Business Methods: Secondary business Education & Instruction
Component
13B—Methods of Foreign Language Teaching
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P r e s e r v ic e T e a c h e r E d u c a tio n
S y lla b i R e v ie w :

University C

1C—Education and Social Issues
2C— Education in American Culture
3C— Student Teaching
4C— Threshold Seminar
5C— Exploring the personal Demands of Teaching
6C— Introduction of Teaching
7C—Educational Psychology
8C— Classroom Learning Environments
9C— Laboratory Field Experience
IOC— Inquiry in Math and Science for Young Children
11C— Science in the Elementary School
12C— Social Studies Methods and the Family: Focus on Young Children
13C— social Studies in the Elementary School
14C—Methods o f Teaching Senior High/Junior High Reading
15C— Methods of Teaching Senior High-Junior
16C—Methods of Teaching Senior High and Junior High/Middle Grades Studies.
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Table 49
Evidence o f Dispositions in the Syllabi at University A (N=\t))
Dispositions

Syllabi

F

%

Commitment to a conducive classroom

4A, lOA

2

20

1A, 3A, 4A

3

30

0

0

lOA

0

0

lOA

1

10

4A

1

10

0

0

1

10

0

0

3A

1

10

6A, 7A, 10A, 3A, 5A

5

50

1A, 6A, 7A, 3A, 4A

5

50

lA

1

10

Positive motivation of learners

IDA

1

10

Value for the importance of effective

4A,

1

10

environment
Respect for human diversity
The belief that all children can leam at
high levels
Positive perception o f self and personal
meanings
Reflective thinking and practice of
teaching
Positive perception of others
Discovery of one’s purpose for teaching
Adjustments for individual differences

lOA

Sensitivity to fair treatment of all students
Appreciation for school and community
involvement
Commitment to ethical and professional
development
Sensitivity to adapt teaching approaches
to meet student needs and responses
Sensitivity to the appropriate use of a
variety of classroom management
approaches

communication
Value for people above self
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Table 50
Evidence o f Dispositions in the Syllabi at College B (N=\?>)
Dispositions

Syllabi

F

%

Commitment to a conducive classroom

IB, 2B, 3B, 4B, 5B, 6B, 7B, 8B,

13

100

environment

9B, lOB, IIB , 12B, 13B

Respect for human diversity

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

13

100

0

0

13

100

13

100

13

100

13

100

13

100

13

100

13

100

13

100

13

100

13

100

9B, lOB, IIB , 12B, 13B
The belief that all children can leam at
high levels
Positive perception of self and personal

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

meanings

9B, lOB, IIB , 12B, 13B

Reflective thinking and practice of

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

teaching

9B, lOB, IIB , 12B, 13B

Positive perception of others

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,
9B, lOB, IIB , 12B, 13B

Discovery of one’s purpose for teaching

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,
9B, lOB, IIB , 12B, 13B

Adjustments for individual differences

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,
9B, lOB, IIB , 12B, 13B

Sensitivity to fair treatment of all students

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,
9B, lOB, IIB , 12B, 13B

Commitment to ethical and professional

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

development

9B, lOB, IIB , 12B, 13B

Appreciation for school and community

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

involvement

9B, lOB, 11B, 12B, 13B

Sensitivity to adapt teaching approaches

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

to meet student needs and responses

9B, lOB, IIB , 12B, 13B

Sensitivity to the appropriate use of a

IB, 2B, 3B, 4B, SB, 6B, 7B, 8B,

variety of classroom management

9B, lOB, IIB , 12B, 13B
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approaches
Positive motivation of learners

IB, 2B, 3B, 4B, 5B, 6B, 7B, 8B,

13

100

13

100

9B, lOB, IIB , 12B, 13B
Value for the importance of effective

IB, 2B, 3B, 4B, 5B, 6B, 7B, 8B,

communication

9B, lOB, IIB , 12B, 13B

Value for people above things
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Table 51
Evidence o f Dispositions in the Syllabi at University C (N=16)
Dispositions

Syllabi

F

%

Commitment to a conducive classroom
environment
Respect for human diversity

1C , 3C, 5C, 6C, 7C, 8C, 9C,
IOC, 12C,14C
1C, 2C, 3C, 5C, 6C, 7C, 8C, 9C,
IOC, l i e , 12C, 13C
14C,15C,16C
1C, 3 C , 9C

10

63

15

94

3

19

0

0

1C, 3C, 5C, 6C, 9C, 12C, 14C

7

44

1C, 3C
3C
1C ,3C ,5C , 6 C ,7 C ,8 C ,9 C ,
12C,14C

2
1
9

12.5
6.25
56

0
16

0
100

16

100

9

56

1C, 3C, 5C, 6C, 7C, 8C, 9C, 12C

8

50

1C, 3C, 5C, 6C ,7C, 12C, 14C
1C, 3C, 5C ,6C , 1C, 8C, 9C,
12C,14C

7
9

44
56

0

0

The belief that all children can leam at
high levels
Positive perception of self and personal
meanings
Reflective thinking and practice of
teaching
Positive perception o f others
Discovery of one’s purpose for teaching
Adjustments for individual differences
Sensitivity to fair treatment of all students
Appreciation for school and community
involvement
Commitment to ethical and professional
development
Sensitivity to adapt teaching approaches
to meet student needs and responses
Sensitivity to the appropriate use of a
variety o f classroom management
approaches
Positive motivation o f learners
Value for the importance of effective
communication
Value for people above things

1C, 2C, 3C, 4C, 5C, 6C ,7C , 8C ,
9C ,10C , l i e , 12C,13C, 14C,
15C,16C
1C, 2C,3C, 4C, 5C, 6C ,7 C , 8C ,
9C , IOC, l i e , 12C, 13C, 14C,
15C,16C
1C, 3C, 5C, 6C, 1C, 8C, 9C, 12C,
14C
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